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ABSTRACT

By: M . Elizabeth Sharp, Master of Second Language Teaching
Utah State University, 2012

Major Professor : Karin de Jonge-Ka nnan
Department: Languages, Philosophy, and Communication Studies

This portfolio was written for the Master of Second Language Teaching Program
(MSLT). It consists of the author's personal teaching philosophy as it relates to teaching
ESL (English as a Second Language). It includes papers that demonstrate the author's
beliefs on teaching English as a Second Language especially academic language
instruction. It includes the author's personal teaching philosophy as it relates to teaching
ESL. This is followed by three artifacts: the value of children's literature in English as a
second language instruction, navigating academic language, and asking clarifying
questions. The portfolio also includes a research proposal, the impact of audio-book read
along, as a home component on second language (L2) Literacy. It concludes with an
annotated bibliography of works that have influenced the author's teaching philosophy.
"The Value of Children's Literature in English as a Second Language Instruction"
demonstrates the author's belief that literature shou ld have a place in the L2 classroom.
It discusses t he many benefit s the use of literature can have including bolstering
students' background knowledge and building a rich vocabulary. " Navigating Academic
Language" discusses the need for L2 learners to develop their academic English
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proficiency to promote their success in sc hool. "The Importance of Clarification
Request s in SLA (Second Language Acquisition)" stresses the importance of L2 learners
gaining clarification on problem utterances they encounter in their academic classes to
ass ist them in their academic as well as lingui stic development.
The final paper, "The Impact of Audio-Book Read Along as a Home Component
on L2 Literacy" is a research proposal. The research would seek to understand the
benefit s of an audio-book program. This would help determine if the costs of setting up
an audio-book library would be academically beneficial for this population of students.
All portions of this portfolio support the author's belief that the academic success
of L2 lea rners is closely linked to their language and cultural proficiency in L2. And as a
re sult of this belief, L2 teaching should have a strong academic component . The portfolio
co ncludes w ith an annotated bibliography, a collection of works that have influenced th e
author's teaching philosophy.

(158 pages)
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INTRODUCTION TO PORTFOLIO

This portfolio is a compilation of papers w ritten by the author during the
MSLT program. Its purpose is to present her teaching philosophy on teaching ESL
(English as a Seco nd Language) but also teaching ESL within the regular education
setting. It specifically highlights where her philosophy agrees with current second
language acquisition (SLA) research. Three artifacts and a research proposal, which
all support that teaching philosophy, are followed by an annotated bibliography of
works which have impacted the author's teaching beliefs.

2

TEACHING PHILOSOPHY

Apprenticeship Of Observation

As I reflect on my experiences as a student -- what I enjoyed about school,
what I hated about school-- I realize they can all be linked to one critical factor, the
teacher. Of course, both painful and positive memories stem from peer
relationships, subject matter, personal health issues, my skills and abilities, as well as
interest in subject matter, and other issues separate from the teacher. However,
regardless of these influences, which did affect my overall attitude towards school, I
believe my teachers had a large influence on how I coped as a student in every
aspect of schooling.
If a teacher was stressed about my progress, I was stressed. If the teacher
vocalized worries about how I interacted with other students, I worried. If the
t eacher demonstrated disgu st about my lack of interest in a subject, I rebelled and
was sure to show even less interest and attention . If I sensed teachers didn 't find
meaning in a course or assignment, I put even less effort and priority than they. In
contrast, if the teacher was confident that I would eventually succeed in all areas of
education des pite interest or skill, I also was confident I would succeed .

My education started in a British/American sc hool in the Middle East. The
majority of the students spoke English or Arabic. The population was a mix of Syrian
Nationals and students like me whose parents were working overseas for their
governments or for big companies . What I remember from my kindergarten
experience is playing on the school grounds. I remember trying to catch the little
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green li za rds that sat on the wall su rrounding the school. Once, a lizard' s tail
popped off, which I believe may have cured me from catching lizards. I also
remember collecting the little round pinecones that grew in the school grounds and
playing on top of a playhouse that I be li eve was just outside the kindergarten door.

I don 't remember anything about the curriculum or my teacher. I do know that
I was one of three students who spoke English in my kindergarten class. Even though

the majority of the class spoke Arabic, I have no recollection of learning in anything
but English. I assume the class was taught in both Arabic and English, and that there
was very little attempt to link the two languages as I learned no Arabic and I believe
the other students learned little if any English during that year. I was comfortable in
the class despite the language barrier that must have existed between my peers and
me.
After my experie nce in Kindergarten, school was taught only in English. I spent
one more acade mic year in the Middle East. The population at school was culturally
diverse, but at school I only heard English. I' m not sure how language was taught; it
all seemed very natural. I think the same should hold true for ESL students: the more
natural teachers can make the acquisition of language, the better. I believe that
students developing language should not be over corrected. Just as my begin ning
attempts at writing were obviously not a traumatic experience since I have no
recollection of them, ESL students shou ld be encouraged in their efforts, and their
growth should feel natural and not forced.

The remainder of my grade school years were spent in the U.S. My second
grade teacher had rats, and made me write with a triangular shaped pencil to
improve my pencil grip and handwriting. In third grade my classmates and I wrote
many stories and then we illu strated them. The teacher bound them into a book. My
fourth grade teacher accused me of cheating on a test and ripped up my friend's
test. That year I remember getting homework and thinking it wasn 't going to be
worth my time so I just kept piling it up in my desk. My fourth grade teacher didn't
like me and I didn' t like her. My fifth grade teacher had us memorize poetry and put
on a Shakespeare play! I think I was a pretty normal kid, I liked the teachers who
liked me and was good for them . However, if I didn't like a subject, I behaved poorly.
I liked to play and hated homework.
Mostly, what I remember from my early schooling was the things I loved, such
as animals and creative projects. In Jr. High, my classes became more academically
challenging, and some subjects became difficult for me, especia lly math. I also
started taking elective classes, such as Art and Spanish . My math teacher took me
out of Art to have me sit in math for an additional period. I was heartbroken, but it
did help me with my math. When I took Spanish, I remember filling in lots of
workbook pages, learning weekly vocabulary lists, and watching The Three Amigos in
Spanish. At the end of the quarter I had absorbed a few Spanish vocabulary words
like: silla, leche, and ho/a. I would classify the method of language acquisition in this
class as rote memorization. While some excel at rote memorization, I do not. I
concluded at the end of this class that I did not have a gift for learning foreign
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languages and was never interested in signing up for a language class again. By
contrast, my native language was taught in my other classes through reading,
writing, and discussing new vocabulary as it came up in the curriculum.
In college, I was required to take American Sign Language. I was surprised at
how much I enjoyed the classes and how much I could absorb in one semester. It
was so different from my previous experiences with language classes. I decided to
take Sign 2 and then the following lab. My professors as well as lab directors had us
practice telling stories, translating favorite songs, and just communicating with each
other in ASL. It did not take long before we felt safe trying to express ourselves
despite our limited vocabulary. It was this authentic use of language that ena bled us
to build our vocabulary as well as improve our syntax.
Although I did not pursue ASL after my first three classes, I felt more confident
that if I needed to learn a language, it was possible, even for me. When I was hired
the following year as an ESL teacher with no experience in ESL, I took with me that
attitude that all of my students, like me, would be fine. I also strove to make the
development of language as authentic and natural as possible. I tried to help
students develop their vocabulary and syntax on an as-needed basis. I liked to
include fun and creative activities that helped to develop language proficiency
because I wanted my students to enjoy the process and not be too stressed. The
district had its own direct instruction program that was highly focused on rote
memorization, and I often felt overwhelmed by the limitations of the programs and
the immediate language needs of my students. Because of my recent experience
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watching master teachers teach me language, I put the program away at times and
t ried to focus on my students' immediate language needs.
I compare my experience in teaching ESL to my experience as a student.
There is a great deal of pressure on my students to develop their L2 skills so that
they can have immediate access to academic content, whereas my academic
content was always taught in my first and only language. However, I want their
education and language development to feel as natural as possible for them. I do
not expect mastery of any one aspect of language before covering more curriculum.
If my students are communicating effectively in their L2 at a certain level, it is time
to begin teaching them at the next level and not waste time waiting for mastery.
This is how native and non-native speakers develop their language skills.
Although I did love teaching ESL, I was frustrated that I did not have a
stronger educational background in the area and felt pretty unqualified, so when
another position opened up I took it. My next job was as a reading and math
intervention specialist. My emphasis in college was titled Severe Disabilities, so I felt
like I had the training for this special education job.
I chose to get my master's degree in Second Language Teaching after I
started my job as the intervention specialist. The principal of my new school knew I
was ESL endorsed and asked me to teach their ESL classes in addition to the read ing
and math intervention. I needed to choose a master's program, and decided that if I
was going to be teaching ESL, that I should get the education that would help me
with this portion of my job. Even now that I am teaching in a regular education
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classroom, I think that having an understanding of SLA and teaching is critical for
public school teachers. L2 learners are a growing population in our public schools
and I feel it is critical for me as their teacher to have an understanding of the
research and best practices for this population of students.

9

Professional Environment

My bac helor's degree was in elementary ed ucat ion with an emphasis in
severe disabilities. I have worked as a full-time ESL teacher and a full time
intervention specia list. ESL fell und er that broad intervention umbrella, along with
math, reading and behavior intervention. I ha ve now also taught fifth and first gra de.
I have enjoyed worki ng with grade school children , specifically, English language
learners. I plan on continuing to teach grade school stud ents in the United States.
Currently em ployed as a first grade teacher, I look forward to applying the
skills learned in the MSLT program to teaching language ski lls in the regu lar
education class room . I expect to have many ESL st udents in my regular educat ion
classes, and will use many of the techniques learn ed during my coursework, as well
as past teaching experiences, to assist me in teaching language and content in ways
accessib le to these students. With th e know ledge about best practice that I have
ga ined in thi s program, as well as th e practical skill I have lea rned while teaching ESL
population s, I hope to be able to better prepare all my students for academic
success in English.

10
Personal Teaching Philosophy

Introduction:

A teacher must ensure that the material presented in her class is adequately
modified to foster the academic achievement and proficiency of all her students
given that "English language learners represent a rapidly growing, culturally,
linguistically diverse student population in the United States" (Abedi, Hofstetter, &
Lord, 2004, p. 4). Proficiency in English has the potential to prepare English Language
Learners (ELLs) for future opportunities (Shrum & Glisan, 2010). It is critical, then,
that ELL students be provided quality English instruction. Assignments should
maximize their language and academic growth and should be such that all members
of the class can complete them correctly on their own academic level without
excessive assistance.
When developing appropriate curriculum, equa l emphasis should be placed
on social, personal, and intellectual development (lgoa, 199S). This is best
accomplished when the L2 teacher is able to validate students' background and
culture, foster academic proficiency in English, use appropriate assessment
measures, a communicative language approach, and participate in continued
professional development. To better understand each of these components, it is
now necessary to examine each area in more depth.
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Validating Student Background/ Culture

Validating Language Differences

English as a Second Language (ESL) is taught in many ways: in a dual language
cla ss room (Freeman , Freeman, & Mercuri, 2005); in the regular education
classroom; pull-out ESL; and variou s other combinations (Richard-Amato & Snow,
2005). Regardless of the program, many critical factors must be kept in mind when
designin g appropriate English curriculum . The f irst factor, validating students'
background and experiences, is particularly important in effective curriculum design .
Shrum and Glisa n (2010) point out that, " In many cases, the difficulties that minority
students face see m insurmountable when the students are placed in classrooms that
stress total co nformity to the majority culture" (2010, p. 366). Part of a L2 teacher's
job is helping stud ents become successful navigators not only in the L2, but in the
target soc iety and culture as well . As stated by Gaitan, " When students experience
disco ntinuity between their home and school languages, values or expectations, it
may interfere with their learning. However, the sc hool is also responsible for
teaching students different kinds of experiences" (Gaitan, 2006, p. 48) .
While the primary focus of an ESL teacher's job description is teaching
English, Shrum and Glisan(2010) claim that, " maintaining the HL [heritage language]
while learning a new language enriches the academic and cultural experience of the
learner and the society" (Shrum & Glisan, p. 372). Links to students' L1 should and
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can be made throughout the curriculum , and will facilitate language and academic
development (Richard-Amato & Snow, 2005). While it may not always be possible
for ESL teachers to provide HL in struction, they should always validate HL
development, as well as the students' cultural background (lgoa, 1995).

Validating Cultural Background

A L2 classroom is often made up of students coming from a variety of cultural
backgrounds with different academic or cultural perspectives (Gaitan, 2006; lgoa,
199S; Richard-Amato & Snow, 2005) and, often, minority students are identified as
'at risk' of academic failure. " At-risk students are those who are likely to fail due to
circumstances beyond their control (Shrum & Gli san, 2010, p. 366). Students with a
strong se nse of cultural identity perform better in their academic pursuits (Gaitan,
2006). In contrast, the loss of cultural identity, and unkind or unwelcoming reception
when they enter school, compound the other risk factors many of these students
fa ce (Gaitan, 2006; lgoa, 1995; Shrum & Glisan, 2010).
On e's cultural identity is multifaceted. "Some of the factors that contribute
in varying degrees to cultural identity are ethnicity, geographical region, national
origin, social class [ ... ] religion, gender and age" (Ovando, Combs, & Collier, 2006, p.
179). But whatever the factors that play into cultural identity, teachers " ... need to
prepare all children, minority and majority to participate equitably in a culturally
pluralistic society" (p . 191). This can be done by always presenting culturally
important beliefs of any student's family background as intrinsically valid, without
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casting only the beliefs of the new culture as intrinsically right. Activities that can
promote cultural identity includ e rea ding and writing about one's hom e and culture
(Gaitan, 2006).
Young ch ildren are often caught off guard by externa l displays of culture .
During my time as a teacher, there have been many instances where it has been
necessary to discuss various cultural norms related to dress, gender roles, and
behavior. When addressing these differences with my students, we simply have a
co nversa tion about those cultural norms using the students as experts in their own
culture. Sometimes the class can find parallel customs, and sometimes I just have to
say that things can have different mea nings in different cu ltures. I think that these
conversations ass ist al l students by drawing on their strengths and serving to make
them aware and more accepting of differences.

Culture as a part of the Curriculum

Where it is difficult to define culture, for the purposes of this paper cu lture is
the beliefs and values that determine the way people think and interact in their
communities (Richard-Amato & Snow, 2005). That being sa id, it is important to
validate (Shrum & Glisan, 2010), learn, and teach with students' cultural values in
mind (Gaitan, 2006; lgoa, 1995). Linking the curriculum to the students' own
background experiences wi ll improve their abilities to more fully access and grasp
the curriculum (Richard-Amato & Snow, 2005; Shrum & Glisan 2000) .
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It is also a teacher's responsibility to help students build the ability to
succeed in their personal lives outside of school as well as their academic lives in
school. "A culturally conscious style of teaching involves creating very direct links
between students' community life outside the classroom and the lessons they
experience in the classroom" (Richard-Amato & Snow, 2005, p. 154). This will involve
the teaching of cultural and social awareness, as well as how to approach
misunderstandings in their new surroundings. According to Grant and Sleeter
(2007), appropriate problem solving and conflict resolution skills may seem
instinctual, but "children do not automatically know how to make it work" (p.109),
and therefore, need to have the required skills taught (Grant & Sleeter, 2007). I
believe that students who are successful in their ability to relate to others will be
more successful in their future academic and professional careers .
A L2 teacher must take the cultural differences and perspectives of the
students into account when providing instruction (Gaitan, 2006; lgoa, 1995). But
even that is not sufficient. Richard -Amato and Snow (2005) recommend explicitly
teaching culture rules and discussing intersecting cultures as a means of reinforcing
cultural identity as well as assisting students in the development of new culture or
cultural understanding (2005).
The classroom atmosphere should encourage students in their development
of social skills, personal interests, values, and an understanding attitude toward
differences among and within cultures (lgoa, 1995). According to Gaitan, " in order to
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create culturally inclusive classrooms, the students' family and community
contexts need to be integrated into the instructional context" (2006, p. 4).
When teaching with different perspectives in mind, it is important that the
teacher not shy away from teaching culture and cultural significance to students.
Acceptance and sensitivity to cultural differences should be an integral part of
language instruction (Shrum & Glisan, 2010). Students may need the insights of their
teacher, or carefully selected literature (Richard-Amato & Snow, 2005). to gain the
cultural understanding necessary to interact successfully within and across cultures.
I believe teachers must not overlook problems dealing with diversity. Rather,
they need to tackle them immediately and use them as an invitation to teach . They
should welcome students' experiences and input (lgoa, 1995), encourage
comparisons of cultures while being careful not to promote stereotypes (Shrum &
Glisan, 2010). and include literature with a cultural focus (Shrum & Glisan, 2010) to
assist students in their understanding of culture. As a result, the focus of the entire
class should expand to include an understanding and appreciation of others, which
will assist students of all backgrounds to become culturally competent and more
capable of approaching problems in unfamiliar cultures.
Sometimes I prepare a lesson with a culture component, but other times
because of questions that come up in class we stop to discuss the meaning and
make comparisons between cultures. For example, a girl from India came to class
with henna tattoos on her hands; she looked ashamed as the other students asked
her why she would tattoo her body. It was a perfect time to talk about culture and
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custo ms. I began the discussion by sharing my experiences as a girl living around
many Indians, and my basic understanding of henna tattoos in the Indian culture. I
then asked the student to verify and correct my understanding. She immediately
cheered up and taught the class the purposes and uses for henna . We then
compared what she was sharing about her culture to American culture. The
discussion resulted in the student having her culture validated, and the rest of the
class having the opportunity to compare cultures and th ink critically.

Social Skills and Personal Development

It is important for a teacher to be equally concerned with students' academic
and cultural competence as with their perso nal development and growth. Schools
ofte n focus on the linguistic development of Lls; "this focus can limit their
opportunities for succeeding socia lly and eco nomica lly in the future" (RichardAmato, & Snow, 2005, p. 18). Teachers should want their students to become
successful ad ults, which will require them to navigate academic, cultural, socia l, and
ethical situations. Willis states:
As teenagers transition to young adults they struggle to find their personal
id entities, values, and goals, teachers can help by providing opportunities for
them to build their skills of analysis, critical thinking, and judgment in
academic areas. The frontal lobe executive functions that students use to
think critically and analytically and to prioritize and organize in their school
subjects are the same higher thinking ski lls that can help them make good
decisions when faced with the emotional stressors and ethical dilemmas of
their lives outside the class room . (Willis, 2006, p. 70)
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Students should be able to experience success throughout the educational
process, no matter their academic, linguistic, or cultural background. As stated by
Shrum and Glisan (2005), these differing groups of students "are capable of
achieving academic objectives in their classrooms when their needs are met" (p. 1).
Teaching with different perspectives in mind will help teachers reach all students,
but they should also be preparing students to employ different perspectives.
Education should enrich students' lives in and out of school. I believe it is the
teacher's job to adapt the curriculum for the students so that they can improve and
experience success inside and outside of the L2 classroom, throughout their
educational journey.

Supporting Academic Development

Academic Language

Shrum and Glisan claim that minority students without sufficient support are
at risk of academic failure (Shrum & Glisan, 2010, p. 366). Effective L2 teachers
adapt and differentiate curriculum presentation as well as assessment to meet the
specific needs of individual students and promote their academic and language
growth . Content area instruction needs to be adapted when it occurs solely in a
student's L2 in order to make the content accessible (Richard-Amato & Snow, 2005) .
As L2 students work to gain academic understanding in an unfamiliar language, it is
critical that teachers provide them with the language support they need to fully
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access the academic content. " ...To accomplish success in academic settings,
Cummins claims that heritage learners need Cognitive Academic Language
Proficiency or the ability to read, write and understand formal academic language
"(Shrum & Glisan, 2010). Academic language proficiency is fostered by teaching
learning strategies, reading strategies, especially for discipline-specific writing,
(Richard-Amato & Snow). and comprehension strategies (Aiverman, Swafford, &
Montero, 2004). When applied, these learning strategies can lead to greater
opportunities in English.
As stated by Shrum and Glisan, " learning to use English will result in greater
access to education and employment opportunities" {2010, p. 371). Yet, " English
Language Learners are one of the largest groups of students who struggle with
literacy in general and vocabulary and comprehension in particular" (Hickman,
Pollard-Durodola & Vaughn, 2004, p. 8). As students are given opportunities and
support to develop and practice their oral language proficiency in L2 classrooms,
they shou ld also be practicing, building, and improving their ability to create and
comprehend written language in its various forms. This prepares them for becoming
fully literate and academically successful in their L2.
Adapting the curriculum will make it more motivating and enable greater
accessibility and retention of content. Adapting and differentiating instruction is
effective for all students when curriculum and instruction are specifically designed
to meet the individual needs of each student (Shrum & Glisan, 2010). When
assessing a student's understanding of various concepts in a curriculum in a L2, it is
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unlikely traditional assessments will result in accurate and useful information
about stud ent knowledge (Abedi, Hofstetter, & Lord , 2004, p. 2). Therefore, it is
critical that presentation, assignments, and assessments be adapted to better meet
the language needs of ELLs.
The use of authentic assessments with all students, but especially with Ells
is recommended (Grant & Sleeter 2007; O' Malley & Valdez-Pierce, 1996). Authentic
assessm ents describe, "the multiple form s of assessment that reflect student
learning, achievement, motivation, and attitudes on instructionally-relevant
class room activities" (p. 4). It is critical that students can demonstrate on
assessm ents what they know and can do (O' Malley & Valdez-Pierce, 1996). This may
be a ta sk based assessment, model drawing, or the creation of a piece of writing.

Adapting Curriculum to Allow for Accessibility and Retention

Academic definitions of new vocabulary may not enable a L2 student to store
and access th e newly presented material, especially if the concepts as well as the
vocabulary are new to the student. Teachers need to modify presentation to engage
students with multiple learning strengths (Grant & Sleeter, 2007; Shrum & Glisan,
2010). I believe that teachers who in struct solely with oral directions and definitions
would be teaching to the beginning level ELL students' greatest weakness. That is
why simply repeating the misunderstood directions does not necessarily result in
student understanding.
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Instead, teachers should be demonstrating, drawing, or otherwise
providing visual and tactile cues to support unfamiliar vocabulary and concepts. This
allows the teacher to access and use the students' strengths, making the content
ava ilable to the students"... at the sa me time that they provide a linguistically
appropriate environment" (Ovando, Combs, & Collier, 2006, p. 244). This should be
done in connection with effective strategies to promote and increase students'
abilities to think and solve problems in English (Richard-Amato & Snow, 2005).
Teachers also need to provide opportunities for students to connect new
material with information they already know (Shrum & Glisan, 2010). Connecting
new material to students' background will help students to move new concepts or
vocabulary into their long-term memory (Willis, 2006). A person's long-term
memory can be more effectively accessed if learning involves most or all of a
student's senses (Willis, 2006).
When they draw diagrams, create models, and engage their sight, hearing,
smell, touch, or movement, they are making connections between the new
information and something they already know. They are engaging multiple
brain pathways, and increasing the likelihood of memory storage and
effective retrieval. (Willis, 2006, p. 22)
Teachers should model methods of connecting new information and vocabulary to
prior knowledge by drawing diagrams and making comparisons with the students,
and then encouraging students to do the same (Willis, 2006).
Novelty is an important factor in information retention. The use of
techniques such as movement and humor can add novelty to a lesson, which will
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increase the likelihood that the information is stored (Shrum & Glisan, 2010).
Using activities that are multisensory or involve novelty will increase task motivation
(Shrum & Glisan). Rather than ju st lecturing on a subject, if the class can actua lly
experime nt or play with the co ntent, students will be more motivated to participate
in learning.

Adapting Curriculum to Allow for Student Motivation

With an effective teacher who adapts and differentiates the curriculum to
meet the needs of her students, I believe that every student can, and should , find
success. " If students find the course interesting, and relevant to t heir needs, and if
they experience success and satisfact ion in that success, they are motivated to
participate and to persist" (Ballman, Liskin-Gasparro, & Mandell, 2001 p. 15).
Likewise, students will be more engaged in assignments that allow for individual
creat ivity and reflect the student's personality.
When students feel ownership of their work, it ensures that the work will be
intrinsically motivating and rewarding. When a student is engaged, not only in the
presented information but in the following assignments, learning will be maximized.
"Students are more engaged when they are interested in the information avai labl e
for them to learn" (Willis, 2006, p.42). I have found that communicative writing
assignments are highly motivating because they give stude nts a means for creative
expression. " Providing a student with opportunities to w rite not only improves their
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writing, but also promotes second language acquisition " (Peregoy & Boyle, 2001,

p. 205).

Adapting Curriculum to allow for Multiple Instructional Strategies

The brain stores new information most effective ly if it is used often and in
various real-life scenarios (Shrum & Glisan, 2010; Willis, 2006). The teacher should
provide many different ways to use newly acquired knowledge for authentic tasks,
or tasks with meaning outside of the classroom (Parsons & Ward, 2011}, to assist in
retention . It is for this reason that the use of multiple instructional strategies is so
important in SLA.
A teacher can help students maximize learning through the effective use of
multiple instructional strategies. In fact, activities that involve multiple senses are
the most engaging and likely to be remembered (Willis, 2006). According to Shrum
and Glisan (2010}, "whether in infancy or chil dhood, language processing involves
many senses and an enriched environment" (p. 77). What this means to language
teachers is that teaching and activities that involve multiple senses are crucial when
building a language curriculum.
I believe that the use of multiple instructional strategies is the best way to
meet the needs of students collectively as well as individually. The use of multiple
instructiona l strategies will assist students by exposing them to different ways of
teaching and learning (Shrum & Glisan, 2010). This will help students as they prepare
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to use the L2 outside of a language cla ss room , as well as keep the curriculum
appropriate and interesting to individual students (Shrum & Glisan, 2010).

Assessing Student Knowledge

In SLA, studen t s should be expected to make errors. Errors are a necessary
part of language acquisit ion, regardless of whether it is a first or second language
(Shrum & Glisa n, 2010). Tasks and assignments should not be expected to be error
free. Ass ignments need to be appropriate for the variety of language and academic
levels that will appear in a cla ss of students. Despite errors, assignments should
provide teachers with useful inform ation about a student's understan ding. While it
is easy to fall into the trap of giving worksheets that can be easily graded and scored,
worksheets do not lend them se lves well to adaptat ion or provide the teacher with
valuable information about a stud ent's conceptual understanding (Burn s, 2007).
Traditional assessments such as a multiple-choice test (O' Malley & Pierce,
1996) or test s given in a language the student does not understand are not likely to
result in accurate and useful information about stude nt knowledge (Abedi,
Hofstetter, & Lord , 2004) . Therefore, the best way to assess student comprehension
is to test not just for the right answers but for the accompanying explanations of
their reasoning . If teachers are looking only for right answers, students who lack
conceptual understanding may fall through the cracks, since it is possible to correctly
memorize steps or answers without a conceptual understanding of the function of
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those steps (Burns, 2007). If teachers test for conceptual understanding upfront,
they will prevent unhappy surprises when it comes to final tests and will reduce the
amount of remediation required later in a student's academic career.
The most appropriate assessments tap into students' thought processes
(Burns, 2007) . Assignments that require students to articulate their understanding
orally or in writing, to explain their reasoning strengthen and improve their language
skills. These types of assessments not only give the teacher insights into students'
understanding of academic concepts and how students' language skills are
developing, they in themselves provide meaningful real-life application and practice
of developing skills.
It is for these reasons that O'Malley and Valdez-Pierce recommend the use of
authentic assessments with this population. Authentic assessments describe, "the
multiple forms of assessment that reflect student learning, achievement,
motivation, and attitudes on instructionally-relevant classroom activities" (1996, p.
4). I often encourage my students to provide connections orally from content or
reading to their lives. In my classes, we often journal and illustrate math or science
concepts. This also allows me to see to what extent the students understand and
can relate the new concept to their lives, and how their understanding changes and
deepens over time.
Shrum and Glisan (2010) explain that authentic assessments are "the type of
assessment that mirrors the tasks and challenges faced by individuals in the real
world" (Shrum & Glisan, p. 399). They recommend a combination of formative and
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summative assessments that provide useful information about what the st udents
can do, which should in turn drive instruction. These can include performance
assessments, which encourage creativity in responses and can be adapted to meet
the needs of the class (O'Malley & Pierce, 1996; Shrum & Glisan, 2010). such as a
portfolio of student work (O'Malley & Pierce; Peregoy & Boyle, 2001).

Communicative language

Ju st as assessments are more effective wh en they mirror real-life usage,
language and literacy skills should be explicitly taught within the natural use of
language. "The ability to verbalize a language rule does not signify that the language
learner can use it in communication" (Shrum & Glisan, 2010, p. 20). Instead, explicit
teaching and th e provision of practice opportunities along with real-life applications
will help students recognize and use language, for communicative purposes, across
settings and mediums. The teaching of language should always have the purpose of
communication of ideas not only as a final goal but as the method for instruction all
along the way (Gibbons,2002; Richard-Amato & Snow, 2005; Shrum & Glisan, 2010).
In fact, "co mmunication is a vehicle for acquisition" (Ballman, Liskin -Gasparro, &
Mandell, 2001, p. 25).

This being the case, language should not be taught as micro skills that can be
drilled, or by the decomposition of sentences: "mechanical grammar practice is not
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beneficial for language acquisition" (Shrum & Glisan, 2010, p. 17). Instead,
meaning should be the first focu s (Ovando, Combs, & Collier, 2006). The language
skills needed to communicate are developed in actual language use for
communicative purposes (Peregoy & Boyle, 2001; Richard -Amat o & Snow, 2005;
Shrum & Glisan, 2010). Communicative, task-based activities (Ballman, Liskin Ga sparro, & Mandell, 2001), as well as activities that connect learning to students'
knowledge outside of school (Aivermann, Swafford, & Montero, 2004) contribute
positively to students' motivation to study language. And, as previou sly discussed ,
motivation improves the acquisition and retention of knowledge .
Many errors are made as students attempt more and more complicated
se ntences (Ballman , Liskin -Gasparro, & Mandell, 2001). Error correction should be
kept to a minimum when the goal is language acquisition (Shrum & Glisan, 2010). As
students' language and literacy sk ills improve, the teacher's expectations of their
oral and written performance shou ld also increa se, as can the amount or
sophistication of error correction. In this way, learning a L2 follows a natural
sequence.

Teachers' Responsibility for Professional Development

Professional development is viewed as one of the most effective ways of
improving teaching and learning (Eun & Heining-Boynton, 2012; Lutrick & Sxabo,
2012). According to Burkman (2012) professional development is needed to
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promote successful teaching, especially during first years of teaching. However,
teachers are servicing an ever-changing student population. Additionally, many
teachers feel unprepared to service students with special educational and behavioral
needs (Burkman, 2012).

Responsible ESL teachers realize the magnitude of their job, not only
teaching language skills but also assisting students in their preparation to become
successful in and outside of the language classroom . They recogni ze that they can
always improve their teaching in one of these areas. Therefore, teachers must
continue their professional education in order to prepare them to meet the needs of
their population .
Each population of students will have different needs and different
background experiences; to ass ume that a teacher has taught one group of st udents
and that will prepare her to teach another group of students is just not true. In fact,
the populations of students that are being taught currently come with significantly
different backgrounds, languages, cultures, and perspectives (Eun & HeiningBoynton, 2007). These differences "create unprecedented demand s for teachers to
develop knowledge and skills, to meet the new challenges in their cla ss rooms" (Uen
& Heining-Boynton, 2007, p. 36).

A teacher needs to be able to recognize the differing needs of a population
and seek out opportunities to better prepare herse lf to meet those needs. Differe nt
needs may surface with each new year of students. lgoa (1995) states: " with every
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group of students who enter my classroom each year, I start all over and we
" paint" a new " picture", "write" a new story- our class picture and story - as we
interact, learn and grow" (p. 7). This can be done by getting to know her students
(!goa), continuing her education, completi ng degrees/certifications, attending
conferences, reading articles and conferencing with other ed ucators, in order to
continue to fine -tune and adapt her curriculum and presentation to meet the needs
of any given group of students.

Conclusion :
Every student should be respected and cherished . Every student can learn,
and has individual needs and styles of learning. I believe that students shou ld be
encouraged to participate in and experience success in various forms of creative and
academic expression. A classroom should celebrate learning in all areas, and on all
levels, to build a healthy and vibrant environment.
Students come to school with various strengths. To ensure that all students
learn, the teacher must be prepared to adapt content, curriculum, and assessme nt
measures to meet each child's specific needs. "A sign of a good teacher is the ability
to flex one' s teaching style to better fit the needs of those being taught" (Shrum &
Glisan, 2010, p. 354). It is critical that teachers of L2 students be able to adapt
curricu lum to fit learners' individual language as well as academic needs. Not only
are presentation of curriculum and assignments important, the assessments must be
adapted to better meet the language needs of English language learners.
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LITERATURE ARTIFACT
THE VALUE OF CHILDREN'S LITERATURE IN ENGLISH AS A SECOND LANGUAGE
INSTRUCTION
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Introduction to Literature Artifact

The following paper was written for LING 6800, Literature in the L2/Foreign
Language Classroom. I was excited about the topic, because I had used literature in
my classes when teaching ESL. Literature was a highly motivating activity for many of
my students who, although in the upper-e lementary grades, had never been allowed
to read grade-appropriate texts . They were embarrassed by the phonics - ba sed
texts they were required or encouraged to check out of the library. They were
required to read these books for the purpose of improving their reading test scores .
But I found the novels we read together in class were an excellent medium to teach
reading comprehension strategies.
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The Value of Children's literature in English as a Second Language Instruction

Introduction

Children's literature includes a vast variety of genres. Countless picture
books, novels, poems, rhymes, and so ngs have been written specifically for children
of all ages. The purpose of children' s literature can be to inform and teach , or
simply to entertain . Whatever its genre and purpose, children's literature, when
selected appropriately, can have a posit ive impact on the development of literacy
and other language skil ls among language learners.
Good things happen to students who read a great deal in the new language.
Research studies show they become better and more confident readers, they
write better, their li stening and speaking ab iliti es improve, and their
vocabu laries get richer. In ad dition, they deve lop positive attitud es toward
and increased motivation to study the new language (Bamford & Day, 2004,
p. 1).

Many argue for the use of authentic literature in sc hooling. Authentic
literature has been defined as, "a text origina lly created to fulfill a socia l purpose in
the second language community for which it was intended" (Crosley, l ouwerse,
McCa rthy & McNamara, 2007, p. 17). This can mea n anything from a si mple recipe
or advertisement to a more compl ex informative article or novel (Crosley, Louwerse,
McCarthy & McNamara, 2007).
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Benefits for differentiating instruction

Ells on many different levels can appreciate authentic literature. At the
beginning levels of language development, students may appreciate only the
pictures or the sounds of the language. "When word knowledge is limited, readers
rely on other cues to help figure out the meaning of text. This utilitarian function of
illustration is extremely helpful" (Vardell, Hadaway & Young, 2006, p. 735). As
language skills develop, students begin to grasp the storyline and characters, and
eventually students understand and appreciate the nuances and humor that can be
found in writing. It is for this reason that many children's books are still loved by
adults.
Appropriate use of literature in t he ESl classroom offers effective ways of
meeting the varied language needs of Ells and will assist in their development on all
academic levels (Bamford & Day, 2004). Four specific academic advantages of using
children's literature can be identified: increased vocabulary retention, the
development of critical thinking skills, increased student motivation, and curriculum
support.
Students who are limited in English require explicit teaching in vocabulary
(Vardell, Hadaway & Young, 2006). Immigrant students are required to learn
conversational as well as academic language in a matter of months, or at most a few
years from first entering the public school systems if they wish to comprehend and
learn academic content (Vardell, Hadaway, & Young, 2006). Vocabulary must be
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taught explicitly to this group of students. However, many traditional methods of
teaching vocabulary are not appropriate when using explicit teaching methods.
Vocabulary taught as a separate micro-ski ll by memorizing lists of words
occurring outside of authentic context is an ineffective way of improving the
st udent's ability to recognize and interpret those words in natural language context.
If the focus is on real-world use of the language, teaching explicitly means
developing and using language in context (Richard-Amato & Snow, 2005). Breaking
language into separate micro-skills (such as spelling, dictation, speaking, liste ning
and writing) and drilling them separately are non -com municative functions of the
language and impede meeting the purpose of communication (Richard -Amato &
Snow, 2005).
Students should be exposed to, and taught, the meaning of vocabulary they
eit her encounter or could use in real-life situations. The vocabulary should be
appropriate for their use in school, texts, or in the community. Authentic texts are
an excellent source of commonly used, as well as subject specific, vocabulary.
Students who are ELLs will require effective and ongoing instruction in
vocabulary and comprehension to improve their oral language skills and to
increase the likelihood that they will read with meaning, and learn from text.
Teachers have many opportunities throughout the day to provide structured
instruction in vocabulary and comprehension to these students. One of the
most available and valuable times is during storybook reading. (Vardell,
Hadaway & Young, 2006, p. 728).
I have heard some teachers express reluctance to read picture books with
older students. They may feel that the reading of children's stories to language
learners may appear demeaning or make the students feel that they are being

34

viewed as younger than they are. " It is counter- productive to restrict students to
books targeted at their ages or grade levels. Sticking to books aimed at a student's
chronological age leads educators to overlook books that could be valuable
resources" (Hadaway, 2009, p. 39). In many children's non-fiction literature and
picture books, rich content and themes are covered that can be appreciated even by
adults. Non -fiction books offer excellent input for developing students' background
knowledge. They also provide an excellent steppingstone to more complicated
grade-level textbook readings (Hadaway, 2009).
Children's picture books, although written for children, are generally written
to be read aloud to children by adults and are therefore written on a higher
academic level and are rich with vocabulary. The teacher should explicitly cover key
vocabulary used in the book to ensure the students are gaining targeted vocabulary
by t eaching it before the reading or as the vocabulary emerges in the story. After
new vocabulary is read and then discussed as a cla ss, with the teacher guiding the
discussio n, the st udents should immediately be provided with an opportunity to link
it to something tangible and available to them, such as pictures. In children's
storybooks, texts are generally accompanied by illustrations, allowing students to
connect new vocabulary not only to the story but to a visual representation as well.
Thus, the illustrations provide academic support as well as an aesthetically pleasing
and motivating visual representation of the text that appeal to various types of
learners (Ghosn, 2002).
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Storybooks are written on numerous levels and topics and shou ld be
selected by the teacher based on the vocabu lary used as well as the students'
language and intellectual level. Beginning students should be practicing basic English
labeling skills. Many children's books talk about clothing, or objects in specific
settings such as home, community, or schoo l. These reinforce beginning vocabulary
in an authentic and natural way (Vardell, Hada way, & Young, 2006). These books
also present a perfect opportunity to expand vocabulary, using questions such as:

"What else do you see in this picture?" or "Tony's shirt is blue; what color is your
shirt?"

Benefits for academic content

Some might argue that time is taken away from valuable content areas when
emphasis is put on reading literature, and specifically picture books. It is true that
there is a limited amo unt of time to cover an expans ive curriculum, making students'
academic instruction hours valuable because they are limited. It is important that
the hours spent on instruction are geared to closing the academic gaps between
Ells and their native- speaking peers and preparing them to ma ster core academic
content.
ELL students often struggle in areas outside of oral communication . Many
st udents who seem to have a grasp of social English sti ll struggle in core co ntent
areas such as math, science, and language art s. They have not yet gained sufficient
content- specific vocabulary or sufficient ly practiced the critical thinking skil ls
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needed to fully grasp academic content. Content area teachers need to teach
language ski lls in their academic area (Brown, 2007). It is clear that time need s to be
spent on vocabulary instruction (Brown, 2004). Literature helps students learn
vocabulary definitions and absorb meaning. Th e more opportunities students have
to apply their newly ga ined vocabulary initially, the more their ability will increase to
retain the new words.
Teachers should support their academic content with read-a louds that cover
the same topic. " Using a topic or theme to connect language learning and content,
we can ma xi mi ze the opportunity for the transfer of knowledge from one lesson to
another. Literature is easily interwoven into this thematic approach" (Hadaway,
Young, & Young, 2002, p. 32). Children 's books, whether they are picture books or
begi nning novels, cover a range of topics and themes (Hadaway, 2009). As the
students' language skills advance, teachers should begin selecting stories with more
comp li cated vocabulary and themes that can help bolster their background
knowledge and technical vocabulary. But it is important to remember that the
se lected literature shou ld include no more than a few unfamiliar words so that
students feel successful in what they are able to understand (Bamford & Day, 2004) .
Non -fiction books can be an excellent bridge to introducing concepts and for linking
concepts understood in the first language to more technical vocabulary that is used
in textbooks (Vardell, Hadaway, & Young, 2006).
Nonfiction children's literature can be especially useful in spurring students'
interest in a core academic area, or preparing them for a textbook unit on a specific
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su bject. The more background experience in an area, the more the student will be
able to draw on to link vocabulary and meaning. Children's nonfiction literature is
often presented in a child-friendly way. It generally covers one small area of a topic
in depth, often with bright intriguing pictures to illustrate concepts. By reading such
books, students gain vocabulary in a natural communicative setting, making it easier
for the Ells to comprehend and connect new vocabulary to prior knowledge
(Hadaway, Vardell, & Young, 2002).
However, when setting up themes around academic content, teachers
should not restrict themselves to the use of nonfiction literature. Fiction, and all
other genres, can be just as effective in building a theme and providing students
with additional vocabulary links (Hadaway, Young, &Young, 2002). "In choosing
fiction or folklore titles with a science connection ... we can provide a story 'hook'
that adds a personal dimension to the study of scie nce and a complement or
contrast to nonfiction selections" (Hadaway, Young, & Young, 2002, p. 32). For
example, when studyi ng environments, students may benefit from a narrative that
occurs on a beach or in a forest. Students may more fully absorb the newly gained
knowledge about environments due to the additional and different opportunity to
apply this knowledge.
Thus, the use of the many genres of children 's literature can provide direct
curriculum support, by providing extension activities to pre-teach or reinforce
critical vocabulary. Each student comes to school with a unique educational history.
Some Ells have attended school previously in their native language; others may be

38

coming from a refugee situation, or a number of other backgrounds, which can
leave enormous gaps in their formal and informal schooling. (I goa, 2009; RichardAmato & Snow, 2005; Shrum & Glisan, 2010). By familiarizing students with a topic
through a common reading, teachers provide common background knowledge in a
specific academic area, regardless of students' prior exposure to the subject outside
of the classroom .
Som e may argue for the use of specific texts and programs designed for
language development. The vocabulary may be carefully selected and each lesson
build s upon the next in sequential order. Such simplified texts, including those
contrived to teach a single linguistic feature, can be a useful tool. However, students
will not encounter this form of writing outside of language instruction, which could
make it more difficult to discriminate important information in general-education
classes. Language skills that are not easily applied elsewhere do little to improve
students' ability to communicate in other classes nor do they serve the need s of the
ELLs.

Benefits to student motivation

Even as K-5 students may not directly see the application or value of
grammar lessons and drills, they may find social or personal value in the reading and
decomposition of authentic text s they may encounter in their regular classroom.
" Many children' s books stylistically repeat format, sentence structure, vocabulary,
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or content" and are " pleasing to read" (Hadaway, 2009, p. 39). While feeling like
play, these books can serve the same function of practicing linguistic structures .
For students who are beginning readers or reading below the level of their
peers, "some publishers use readability formulas, decodable text, and controlled
vocabulary to create texts at lower reading levels- or adapt texts to such levelsthese techniques often result in boring, stilted stories" (Hadaway, 2009, p. 39) . ELLs
do not want to talk about this type of writing with their peers on the playground.
These students are interested and aware of the popular novels their native-speaking
peers are reading in their reading classes; they too, want to be familiar with the
popular characters of their day. As they read popular texts, ELLs will gain experience
and knowledge of language structure and usage through personally motivating and
meaningful input.
Beginning novels also fall into the broad category of children 's literature.
When chosen appropriately, novels can be an excellent tool in building motivation
and enjoyment in improving the L2 . Many beginning readers light up when they
begin their first chapter book or novel. Finishing a novel successfully is a
monumental step in any language learners' journey that brings with it a sen se of
accomplishment. Selecting literature for ELLs is a delicate process. If selected texts
are so basic that the students can successfully read them on their own, they are
probably not encountering enough new vocabulary to close the language gap with
their peers. But if the vocabulary is too advanced, students will quickly become
frustrated . Stumbling blocks common to language learners such as difficult syntax,
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cultural elements, unfamiliar vocabulary, and complex storylines and themes need
to be anticipated by the teacher and properly scaffolded for students' to prevent
frustration (Richard-Amato & Snow, 2005).
Whereas successfully completing a novel can build students' confidence, the
opposite can be true if we allow the students to fail in their attempts. Kooy and Chiu
(1998) point out, " We cannot rely on the qualities of a text alone to engage the
reader. The strategies used to pique students' interest and prompt discussion are
key to making literature an integral part of the English learning process" (p. 84). It is
important that teachers assist language learners making their way through a novel.
Novels tell stories and are thus a motivating genre. Motivation is a critical
aspect in language development, as it is in all areas of education. "The sustained
human interest in a story over centuries, even millennia, is clear from the rich
evidence of the epics, myths, legends, and folk tales that have thrilled, inspired, and
entertained people since the times of Gilgamesh" (Ghosn, 2002, p. 173). When
students begin a story, they are highly motivated to know how it resolves . The book
then , becomes motivating in and of itself.
In a novel, students are exposed to new vocabulary in an authentic context.
Novels often include a large amount of dialog occurring in a variety of social settings.
This dialog can provide students with models of natural dialog in different settings
without leaving the classroom . Appropriate discussion and scaffolding need to occur
between teacher and student, as well as between students throughout the process
of reading the novel to ensure that students are gaining from the reading

41
ex peri ence . This is accomplished when students and teacher link vocabulary with
co mprehens ion stra tegies. Inferences can be made based on what they already
know abou t t he plot and the characters; students can predict the meaning of
unfamiliar words and immediately link the new vocabulary to a story and character
they are familiar with. The strategies taught during reading can later be applied to
academic readi ng as students gradually increase their critical thinking and problem
solving ski lls (Ghosn, 2002).

Benefits for culture instruction

l2 lea rn ers may struggle with inadequate background knowledge in the l2 or
second cu lture (Bowers, Fitts, Quirk, & Jung 2010). A novel lend s itse lf to filling
those background gaps. Characters, setti ngs, and th emes repeat themselves
throughout one continuous story (Maxim, 2006). Rea ding an entire novel appears at
first to be a daunting task, but is in fact a great advantage as students beco me
familiar and comfortable with th e recurring aspects. " Once Ells build background
knowledge about new concepts pick up the rhythm of an author's style, or figure out
th e organizational pattern to a text, reading the rest of that text-and others like itbecomes easier"(Hadaway, 2009, p. 40).
All forms of children 's literature can serve as a means of filling background
knowledge gaps, whether in content, social, academic, or cultural areas. Language
learn ers are faced not only with a new home and language but also a new culture.
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Extensive reading of children' s literature can assist them in understanding the
new cultural values that surround them.
While a teacher can explain and lecture on cultural norms and values, it is
difficult to make culture concrete when students lack personal experience.
Children's books provide authentic examples of culture and values, which can easily
be brought into a classroom daily. Each book expresses an individual writer' s
perspectives on culture. The more books they read , the more ELLs will have to draw
on when familiarizing themselves with this new culture (Fan, 2009).
When culture appears in the events or characters' reactions to events in a
story, it is an ideal time to discuss and compare differences across cultures or even
within one culture. Richard-Amato and Snow (2005) indicate that,
Through literature, students learn to explore possibilities and consider
options for themselves and humankind . They come to find themselves,
imagine others, value difference, and search for justice. They gain
connectedness and seek vision; they become the literate thinkers we need to
shape the decisions of tomorrow. (p . 399)
The teacher could facilitate this development by encouraging all students to
compare events to their own background: are things similar or different? Do the
students think that everyone would react that way? How would students
themselves react if they were in this situation?

Benefits for critical thinking

When selecting curriculum, teachers need to keep in mind the ultimate goal
of education. I would argue that we educate in order to prepare students to have
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ownership of skills needed to be successful in life. Students will need to be able to
recognize and solve problems for themselves . Literature can provide them with
practice in critical thinking and problem solving. " Discussions about story conflict
can also provide young readers with an opportunity to discover their own solutions,
thus developing the skills and insights they will need when dealing with conflict in
their own lives" (Ghosn, 2002, pg. 176-177).
According to Young (1980, p. ix), "students should be able to carry on types
of mental activity more complicated than simple recall and restatement of ideas,
facts, principles, etc." This can be accomplished through the promotion of critical
thinking (Young, 1980). Critical thinking skills are deemed necessary to gather,
process, problematize, and use knowledge effectively or critically. As defined by
Daniel and Gagnon (2001) " Critical thinking implies logical and creative thinking; it
signifies logical and reflected thinking that enables one to decide what ought to be
believed or done" (p. 419) .
Critical thinking skills are important in all academic, professional, and social
areas. Critical thinking skills involve not only the acquisition of knowledge or
vocabulary but also the ability to apply knowledge and solve problems in life and
academic circumstances. Literature can also be a tool in teaching the critical thinking
skills students will need to be successful in their academic careers (Ghosn, 2002).
Using support activities during authentic literature readings, the teacher can
model and scaffold these crucial skills of problem solving and critical thinking.
Activities such as compare and contrast, identifying problems, predicting solutions,
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and making as well as understanding inferences can assist the students in
development of these skills (Daud & Husin, 2004; Ghosn, 2002).
Critical thinking skills gained while reading and discussing literature can also
be applied to other academic areas; as critical thinking " is transferrable to any
subject matter (Daniel & Gagnon, 2011, p.19). The teacher may model critical
thinking in other academic areas, and draw the connection to the same skills used
when reading literature. In this way the teacher can further scaffold and model the
generalization of critical thinking skills.

Conclusion
The inclusion of all genres of children's literature in ESl programs will assist
Ells' tran sition to successful communication in a new language and culture .
Authentic literature will assist students in vocabulary attainment and retention
through motivating stories. It builds critica l thinking skills as students face
characters' problems, solve problem s with the characters, and reach solutions in
their reading. The improved critical thinking, problem solving, and background
knowledge gained from reading support and transfer to other curriculum areas.
Authentic ch ildren's literature cannot replace the curriculum, but when
selected and supported carefully, it has numerous advantages in second language
acquisition . Literature can be a highly motivating means of support and
reinforcement of academic content, building common background knowledge,
providing a model of language usage and linguistic features, and improving problem
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so lving and critical thinking skills. The use of literature in ESL classroom s is a great
asset in transitioning students into successful academic careers in their new
language.

46

Reflection of Literature Artifact

I believe that if I never teach comprehension strategies in texts that are a bit
above the students' comfort level, the development of literacy will be too slow to
meet the intellectual needs of those students. I have always been in favor of using
literature not only to increase motivation but also to teach reading comprehension
techniques. After researching the use of authentic literature, 1am especially
interested in the use of authentic texts as a means of filling background holes across
the academic and linguistic curriculum. I plan on increasing my own library with
books that assist with the development of background knowledge and content
familiarity across the first grade curriculum that I teach.

47

LANGUAGE ARTIFACT

Navigating Academic Language
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Introduction to Language Artifact

While taking LING 6510, Linguistic Analysis class, I was very interested in
knowing to what extent the simplification of language assisted with L2 development
and at what point oversimplification might hinder L2 development. I was concerned
as an ESL teacher with making input simple enough to understand and equally as
concerned with not hindering students' academic language development by
oversimplifying my language. In this paper, I discuss first the purposes of Motherese
(the simplification of language for young children), and its counterpart 'teacherese' .
Second, I examine ELLs' need for L2 academic language development. Finally, I turn
to written academic English and how its forms and structures can be taught to L2
learners to assist them in comprehension .
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Navigating Academic language

Introduction:

The number of ELL students in public schools is rapidly increasing (Hadaway,
2009; O'Hara & Pritchard, 2008; Richard-Amato & Snow, 2005) . ELL students are at a
greater risk than their native-speaking peers for not attaining grade-level academic
achievement. Teachers of ELL students need to be aware of the additional challenge
and how to best prepare these students for academic success. Navigating through
academic English appears to be the greatest challenge students face in attaining
grade-level achievement (Brown, 2007).

When teaching ELLs, it is important to recognize, first, the common
educational pattern of using simplified language in the classrooms similar to
motherese and, second, the importance of bridging the academic language gap so
students are ab le to successful ly navigate academic texts and understand the
accompanying text structures. It is then critical that teachers of this population learn
to balance simplifying language and, the teaching of academic language and its
accompanying patterns, in order to maximize language development.

Teacher Talk

Motherese refers to the speech parents' use with their young children . This
speech is characterized by a higher than normal pitch , exaggerated inflections,
slower pace, repeated phrases, and generally simpler construction than speech used
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to communicate between adults (Fernald, 1985; Pinker, 1994). Pinker claims that
motherese is " more directed t o the here and now, and more grammatical" (p. 283).
It ha s been theorized that motherese fill s certain developmental stages in
infant language development. Parents' use of exaggerated tones and pitch may help
maintain a child's interest, and other feature s such as slower pace may assist in the
development of parsing speech (needed for speech comprehension) and the
developm ent ofturn taking (Fernald, 1985). Statements about the here and now
are prevalent in motherese; they are also simpler for a child to decipher. This type of
speech is concrete because it refers to things the child can see and interact with
directly. Concrete speech helps th e child infer the meanings of unfamilia r
vocabulary (Pinker, 1994).
Wh en I became a English as a Second Language teacher in an elementary
schoo l, I found myself using many of th e characteristics of motherese. My speech
slowed, and my language became more directed toward what was happening in the
present. I even found myself bringing in new classroom pets that I borrowed from
friend s and st udents' families, so that the cla ss would have something to talk about
that everyone could see and interact with directly. One day a cat climbed in our
classroom window; a student jumped up and shut the poor animal in the window as
it was trying to escape. That day, we talked and wrote about cats and windows. Ju st
as it is easier for young children to infer meaning from language spoken about the
here and now, it is easier for ELL students to understand the concrete language of
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here and now or language that deals with shared experiences inside or outside of
the classroom.
The way a teacher presents information to the student s by scaffolding and
offering information in manageable steps is referred to in the profession as 'teachertalk'. In a study done by Ernst-Siavit and Mason it was found that in teacher-talk,
everyday language was mainly used to teach content despite being aware of the
need to teach discipline specific language and that technical or academic language is
used very rarely (Ernst-Siavit & Mason, 2011). But core academic subjects require
that concepts outside of the here and now are taught and this requires the use of
more abstract language (Pinker, 1994). It is then, appropriate and necessary to
scaffold instruction. Scaffolding is "the temporary assistance by which a teacher
helps a learner know how to do something, so that the learner will later be able to
complete a similar task alone" (Gibbons, 2002, p.10). I find myself drawing pictures,
gesturing, and breaking directions into single-action steps. These techniques assist in
making my language as concrete as possible.
I watched a short clip of an elementary art lesson to see some of the same
teaching techniques and language patterns in another elementary teacher (Ordway,
2010). The teacher spoke clearly and slowly throughout the lesson. She used
gesturing and repetition to emphasize what she was saying, and at other times, her
gestures defined the language she was using. Students were not left to their ora l
language abilities alone to decipher meaning. During the majority of the lesson, the
teacher modeled the actions of which she was speaking, and physically
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demonstrated the new vocabulary that was introduced. The teacher broke
in structions into smaller sequential steps to reduce the load on her students
(Ordway, 2010).
I noted that the students' art assignment was divided into many sma ller
steps. In example 1, the t eacher breaks up the directions of cutting out ovals and
other shapes.
{1) " OK, Paper; fold it horizontally. Crease it. Cut on the fold. Now, you can start
cutting the corners off and making ovals ... "
She broke up the task of cutting out ovals into: get paper, fold horizontally, crease
the paper, open the paper, cut down the fold, cut off the corners, and finally begin
cutting ovals. She broke one action into five distinctly different and smaller act ions.
This scaffolding assists students in accomplishing the task and clarifies possible
misconceptions about the directions. The command to cut ovals was just one step in
many of the even broader goa l of creating a collage (in the style of Eric Carle).
Teachers often don't expose students to applicable technical vocabulary
when they are teaching content. At one point in the lesson the teacher was teaching
students to use a common watercolor technique called 'wet into wet'. The 'wet into
wet' technique is when wet paint is used on wet paper or on another wet color to
give a feathered blending effect. Example 2 shows how she described the process to
her students.

53
(2) " I put my brush in the water get it good and wet" (performing action
with brush and water)" and paint with the water" (modeling as she speaks)
"and I would suggest actually that you stand up to paint. He painted back and
forth like this ." (Gesturing exaggerated painting back and forth with
imaginary brush and then demonstrates with the actual paint and brush) " ...
He would use two colors, sometimes they would mix."
In this example, the teacher did not introduce the technical vocabulary of 'wet into
wet' . Rather she taught them the process using a simplified vocabulary and many
visual cues. The results were effective in that when showcasing the final products, I
could tell that her students did learn to produce the desired watercolor techniques.
The objective was not that the students would label the technique but that they
would perform the technique. It would be unlikely that the students left the lesson
knowing the name of that specific technique, although they did leave knowing how
to use the 'wet into wet' technique.
Throughout the lesson the teacher frequently gestured to provide students
with visual cues to the meaning of what she was saying. At one point she cupped her
ear to let the students know they needed to speak louder for her to hear. Examples
3, 4, 5, and 6 include gestures occurring simultaneously with the teacher speaking to
clarify meaning.
(3) "He did a drawing on tissue paper he laid it on top of the regular paper.
And then used a mat knife to cut it out.
(4) " He painted back and forth like this"
(5) "I would like you to share right now things you remember from the movie
that he did when he was making the art to go in the books."
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(6) " Cut square into circles; rectangles into ovals; cut strips from
rectangles. Cut rectangles and squares diagonally, to make triangles; and cut
tall thin triangles."

In example 3, the teacher created an imaginary paper in front of her with her hands
whi le speaking, and then mimed the action of placing one paper on top of another
and cutting the paper with a mat knife. The teacher's actions provided visual cues
not only to what the teacher was saying but also to the actions the students would
be performing later. In example 4, she gestured with an imaginary paint brush the
action of painting back and forth in a large exaggerated manner. The gesturing in
examples 5 and 6 did not replicate actions but drew student's attention to resources
around the room . In example 5, she moved towa rd a bulletin board that displayed
an imals created using the painting techniques they were being asked to provide. In
exam ple 6 she pointed to a poster with exa mples of the shapes she was directing
them to cut. Gesturing served to key students into new information such as the
actions to be performed or to remind them of old information such as pointing to
the shapes or gesturing toward bulletin boards with examples to refresh their
memory, and to completely communicate ideas like cupping her ear to ask a chi ld to
speak up or pointing to a student to allow him to speak. These are techniques that
most teachers use when instructing their young students.
In addition to gesturing, the teacher frequently modeled the actions she was
expecting students to perform. Examples 7, 8, and 9 were all spoken while the
teacher was modeling the actions.
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(7) " I put my brush in the water, get it good and wet. Paint with the
water.

1
'

(8) " I am going to do all this by folding and cutting, folding and cutting until
the paper gets smaller and smaller. Ok, Paper (holds up paper) fold it,
horizontally, (models) open it, (models) cut on the fold (models).
(9) "It's important to have all your pieces and arrange them before you glue
it. Two dots. One. Two. (Models two dots of glue.) That is plenty of glue. Pick
it up, (models) slide it under until
you have it in the right spot (models).
and push it down (models).

This teacher, like many teachers, used modeling as an additional visual cue to clarify
the meaning of her oral instructions. Not only were the students hearing what was
to be done, or getting partial visual cues through gesturing, students were seeing
directly and exactly what the teacher meant by her instructions. In example eight
the teacher used not only modeling but repetition to add emphasis "folding and
cutting, folding and cutting". Now the listeners know from hearing and seeing that
the way to achieve the desired result will be by folding and cutting.
Just like the teacher in this clip, teachers generally communicate
information to their students orally in a manner as close to interpersonal language
as possible. This makes the language more concrete and helps students gain access
to content . Teachers' use of techniques, such as rephrasing, repetition, gesturing,
sequencing, referential questioning, and providing content feedback, is
communicative and helps to clarify meaning for ELL students (Cullen, 1998, 1979).
While the use of strategies associated with motherese or teacher-talk assists
students in accessing abstract content, some suggest that teacher-talk could
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negatively impact stu dents' language growth (Walsh, 2002). It is of additional
concern that the heavy use of everyday language found in teacher talk is rarely used
to assist in the understanding of academic language (Ernst-Siavit & Mason, 2011).
This simplification of content-specific vocabulary and syntactic structure does
address the goals of scaffolding language content and assisting ELL students in
accessing content, but is not preparing students for academic language proficiency
and independence within content-area reading. Richard, Amato, and Snow (2005),
addressing the need for language development and content vocabulary
development, state: "St udents need opportunities to develop the English ski lls
necessary for future use and for transfer to life skills" (p. 229).

Academic Language

Teaching is generally considered the effective presentation of content
material that will allow students to comprehend an d reproduce that academic
content . Typically, teachers beyond the lower elementary grades do not view
teaching reading as part of their job as content area teachers (Brown, 2007). Brown
points out that, "When teachers teach content area subject matter, they are not
usually concerned with teaching reading, since their task is content delivery"
(Brown, 2007, p. 37). But ELL students need language support in all their content
areas since the academic language is unique to academics and necessary for
academic success (Brown, 2007).

57
The strain on Ell students' academic language proficiency is multifaceted
and includes components such as: specialized and technical vocabulary; reading to
learn; expository writing; unfamiliar text structures; and listening to learn from decontextualized or content reduced language (Brown, 2007; Chamot & O'Malley,
1987). This content-reduced language is very different from the familiar motherese
type of language, and even the simplified and highly contextualized language many
teachers use when instructing students. The demand s of academic reading increase
as student's progress through their aca demic careers (Brown).
Content-reduced or de-co ntextualized language refers to language that is
negotiated ba sed solely on linguistic clues. In content-reduced language, nonlinguistic cues such as facial expression, shared background knowledge, and models
(all of which are central to social langu age comprehension) are reduced or not used.
Many academic tasks require students to decipher meaning using exclusively
linguist ic clues . As a result the successful interpretation of meaning relies almost
sole ly on the student' s knowledge of English (Chamot & O'Malley, 1987; RichardAmato & Snow, 2005). According to Cummins (1999), Cognitive Academic language
Proficiency (CAlP) is the ability to gain information based on language cues alone.
Cognitive Academic language Proficiency is generally thought of as decontextualized as well as more abstract than Basic Interpersonal Communicative
Skills (BICS, Cummins, 1999) or social language. The language used in academic texts
often requires CAlP (Pinker 1994; Richard-Amato & Snow).
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BICS is the language first acquired by ELL students and involves the
language used in daily conversations (Brown, 2007). Teachers have a tendency to
focus on BICS when determining language proficiency and language supports for ELL
students (Chamot, & O'Malley, 1987; Richard-Amato & Snow, 2005). However, CALP
can take as much as five to seven additional years to master after students have
mastered BICS (Brown, 2007; Chamot & O'Malley). Unfortunately, ELL students'
language supports are typically removed before they master CALP ie., before they
master the language skills they will need to successfully navigate through grade-level
academic texts (Chamot & O'Malley; Richard-Amato & Snow).
VanPatten, Farmer, and Clardy (2009) proposed the teaching of processing
strategies in second language teaching, a teaching approach they termed processing
instruction. This approach to teaching is designed to enhance students' current
ability to comprehend and take meaning from input (Van Patten, Farmer, & Clardy).
This however, requires an understanding of a desired outcome and the design of
activities to direct students' attention to appropriate language cues to help them
decipher meaning (Van Patten, Farmer, & Clardy, 2009).
To understand the different linguistic features students would have to
master to move from teacher-presented material such as the art lesson in the video
to self-instruction through written academic materials and texts, I studied four
elementary-content area texts in the subjects of social studies, science, math and,
reading. I specifically looked for patterns that occurred in students' academic
readings that they would need to understa nd in order to comprehend the text.
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I found that just as a parent's language provides cues to infants, and a
teacher scaffolds and provides cues students use to infer meaning, these elementary
level texts also provided cues to assist students in gaining information and attaching
meaning to new vocabulary in more complex sentences. Academic cues could be
found in a series of repeated patterns that were quite different from the familiar
teacher-talk. I will focus on four main patterns: complex sentences, complex
paragraphs, technical vocabulary, and the use of text features. If students are taught
to recognize and understand how these four patterns can be utilized for
comprehension, they will be more successful in their content area reading.
First, the academic text s used a complex sentence structure. This mea nt
they often introduced the topic at the end of the sentence. In exa mple 10, taken
from a fourth -grade science book, we ca n see how the sentence is structured so that
the main word occurs at the end of the sentence.
(10) "Another type of natural behavior that helps an animal survive is
hibernation" (Scott Foresman Science 2008, p. 30).

In the text, the new technical voca bulary word " hibernation" occurred after the
dependent clause, with two sub-units: "another type of natural behavior" and "helps
an animal to survive." Subject noun phrases containing a dependent clause are
complex and more difficult for the brain to parse (Pinker, 1994). Pinker refers to this
type of sentence as top heavy and states that a considerate writer should invert the
phrases to lighten the burden on the listener (p. 201). Academic writing is full of
complex sentence structures and top-heavy sentences. Example 10 could have been
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written: "Hibernation, another type of natural behavior, helps anima ls to survive. "
Written this way, the subject/new technical vocabulary is introduced at the
beginning of the sentence and lessen s the burden on the reader.
Ju st as complex sentences whose subjects contain a dependent clause can be
difficult for readers to understand, some paragraphs have a complex structure and
are likewise more difficult to parse. Yet, complex paragraphs frequently occur in
academic texts . A complex paragraph is a paragraph whose subject is preceded by
one or more related sentences. Exa mple 11 is taken from a sixth-grade social studies
text.
(11) "Eac h year between April and October, winds blowing from the Indian
Ocean bring warm air and heavy rains to south Asia. Th ese winds, called
mon soo ns, blow in the opposite direction in winter" (Harcourt Social Studies,
2007).
The topic " Monsoons" is not even mentioned in the opening sentence, yet it is the
topic of not only the sentence in which it occurs, but also of the preceding sentence,
and of the entire paragraph. In academic writing, topics can be pushed to the end of
a se ries of dependent phrases as in example 11 and can also be pushed to the back
of a series of dependent sentences as in example 12. This complex method of
organizing sentences increases the load on short term memory and makes the task
of comprehension greater (Pinker, 1994).
In example 12, we see another example of a complex paragraph from the
same science book.
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(12) "In places where winters are cold, many animals face a shortage of
food for part of the year. Plants stop growing. Some insects and other
invertebrates die. Others bury themselves until winter ends. Some animals
deal with this food shortage by migrating. Migrating is traveling in sea rch of
food" (Scott Foresman Science, 2007).

The topic of this section in the socia l studies book "Migration" is not introduced
until the fourth sentence, and it is preceded by severa l related subtopics. There is a
lot of information for readers to keep track of before they know what topic to link
the new information to. If the last sentence in example 12, " Migrating is traveling in
search of food," were moved to the beginning of the related sentences in the
paragraph, it would be easier for the reader to sort the information.
It is not realistic to expect academic textbook writers to " considerately"
simplify their writing to accommodate ELLs in their search for the topic. It is
therefore critical that, along with content instruction, teachers train students to read
academic writing, so that they have the strategies needed to be successful in their
content classes (Brown, 2007). Learning to read complex sentences and paragraphs
will assist students in knowing where to look for key words/subjects.
Academic texts introduce students to many new technical vocabu lary words.
As previously mentioned, technical vocabu lary is one reason academ ic writing is so
complex (Chamot & O'Malley, 1987). Technical vocabulary is not common in BICS,
the language ELL students are most familiar with. Thus, academic writing is
challenging due to unfamiliar text structure and unfamiliar words. Two key patterns
used in academic texts are for defining technical vocabulary. All four texts examined
frequently define newly introduced technical vocabulary in one of two ways: by
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using synonyms, or by supplying a definition later in the sentence or in the
following sentence.
Example 13 was taken from a fourth -grade science book and shows the use
of synonyms within a paragraph. Example 14 was taken from and sixth-grade social
studies text and shows the use of synonyms within the sentence.
{13) "Some fruits and seeds get around by floating on water. Perhaps you've
seen one drifting along in a lake or river. Coconuts, which are the fruits of
one type of palm tree, can float between islands" {Scott Foresman Science
p.60).
{14) "This country consists of more than 1,000 coral islands, or atolls"
{Harcourt, p. 528).
This pattern of using synonyms within a paragraph or a sentence is an important text
feature . Teaching students to understand this pattern will assist them in developing
a larger academic vocabulary. It will help students link genre-specific or technical
word s to more commonly used synonyms, which may already be a part of their
English vocabulary.
Readers can also make inferences by looking for a definition that will often
occur after a comma or in the following sentence in academic texts. Examples 15, 16
and 17 were taken from an elementary reading text designed to build students'
reading fluency. Example 18 is from a fourth -grade- science text.
{15) These ideas were spread by [1rintin resses, which rinted books much
faster than people could copy them by hand {Hiebert, 2004, p.61) .
{16) If you put the thermometer into cold water, the liquid contracts, or~
smaller {Hiebert, 2004, p. 28).
{17) like comedians today, jesters in the middle ages told ·okes and stories
(Hiebert, 2004 p. 59).
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(18) Some animals deal with food shortage by migrating. Mi ration is
travel in in search of food or a lace to re[)roduce (Scott Foresman Science,
2008, p.30).

Students reading example 15 may not have ready access to the background
knowledge necessary to understand what a printing press is. If they have been
taught to keep reading, they find the definition directly after the comma . What did a
printing press do? It printed books. In example 18, students encounter the new
word " migrate" in the first sentence and find it later defined in the following
sentence. The first sentence leaves them with the question: What is migrating? It is
later answered : Traveling in search of food or a place to reproduce. Example 17
relates the technical word "jester" to modern-day comedians, and then defines the
role of both in the same sentence, so it applies both techniques of a synonym and a
definition in the same sentence. Understanding how to find and look for in-text
definitions and how to infer the meaning of new vocabulary from the context of the
text is much quicker than looking for a definition in a dictionary. It is also a necessary
skill in reading academic texts.
Finally, students need to be taught to look for and use text features.
Common text features in academic writing include: captions, illustrations, bold text,
and headings. Illustrations and their related captions provide vital cues for creating
inferences and determining meaning for otherwise abstract ideas.
A section in an elementary reading text (Hiebert, 2004) discusses festivals
during the Middle Ages. Festivals and Middle Ages could both possibly be abstract
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concepts, since they occurred outside of students' personal experiences/time and
include the use of many technical and time-specific words that students may be
unfamiliar with in the sense they are used in this text. However, the section contains
an illustration of a festival, and the caption under the illustration reads: "These serfs
are enjoying a festival on one of their few holidays" (Hiebert, 2004, p. 58) .
Students who found themselves puzzled about festivals or the Middle Ages
could look at the picture and read the caption to gain insights into otherwise
unfamiliar concepts. They can see that festivals in the Middle Ages are not things
that happen in the modern day; the people are dressed differently than we dress
now, and their activities are different. Illustration s and their captions provide a
visual along with a linguistic cue to deciphering texts.
In the fourth -grade math book, captions and illu st rations are an important
feature in defining key vocabulary as well as concepts in virtually every chapter.
Exa mples nineteen and twenty are from the chapter Lines, Angles, and Shapes.
(19) (Illustration) A right angle is a square corner (Charles, 2009, p. 199).
(20) (Illustration) A straight angle forms a straight line (Charles, p. 199).
Students are not expected to rely solely on linguistic cues to determine the meaning
of key words/concepts such as "right" or "straight angle". The illustration and the
corresponding caption provide both a visual and a linguistic cue to the technical
vocabulary words "straight" and " right angle" as well as many other mathematical
terms and concepts.
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As previously mentioned, academic texts are full of top-heavy sentences
and paragraphs. Yet as we will see, they do provide subject cues in the form of
headings. Headings provide the topic of a section of text and precede the text body.
These headings can help students make predictions about the type of information
they should gain in the reading that follows. Headings prepare students to make
connections between text and topic. For example, under the heading " People on the
Move", students are introduced to many techn ical terms including: migration,
urbanization, metropolitan areas, suburbs, demographers, population, drought,
famine, unemployment, and homeland (Harcourt, 2007). Students can infer based
on the heading that all these words are going to relate to people moving. They then
know that they should be looking to relate the corresponding sentences and
paragraphs to the specified topic. A heading prepares students to look for why,
how, and what, assisting them in sorting through the text to decipher the underlying
purpose.
Exam ple 21 is a paragraph from the sixth-grade science text and follows the
heading Grafting.

(21) "Suppose an apple grower has some apple trees that grow good apples
but have weak roots. The trees might die easily because the roots are not
able to absorb water and nutrients from the soil. Other trees have strong
roots but do not produce very good apples. The grower can take branches
from the trees with good apples and join them to branches of the trees with
strong roots. This process is called grafting. Grafting works only if the tubes
that ca rry water, mineral nutrients, and food between the two plant parts
match up. Then, new tubes can grow between the two parts" (Harcourt,
2007 p. 69).
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The above is an example of a hard to parse, top-heavy paragraph. With th e
exception of the hea ding, th e subject is not mentioned until the fifth sentence .
Howeve r, the hea ding gives students a cue to deciphering the immediately following
sentences. They know that the following se ntences re late to the topic of grafting
and can look to see if the se ntences are explaining the why, what, or how of
grafting. Why? "So me apple trees have strong roots but bad fruit and some have
good fruit but weak roots." How ? "The grower takes branches from the trees with
bad roots and joins them to the branches of the trees with strong roots." What ?
"The process of joining branches and roots."
Exa mple 22, taken from the fourth-grade science text, was preceded by the
headi ng Gravity and Land slid es.
(22) " No part of Earth 's surface is perfectly flat. The force of Earth's gravity
pulls all objects from higher places down to lower places . It causes loose,
weathered material to roll downhill. Bits of rock and soil may travel slowly
downhill a little at a time . But so metimes they travel rapidly. Heavy rain s or
eart hquakes may loosen material on a steep slope . Gravity then pulls the
loose ned material downward and into piles at the bottom. The rapid
downhill movement of a large amount of rock and so il is a landslide ... " (Scott
Foresma n, 2008, p. 268)
Again, the technical word land slide was not used until the seventh sentence
although all the previous sentences described the process and how gravity
contributes to the process. But if students had read the heading, they would already
know that the se ntences should relate gravity and landslides. This key understanding
will help them make predictions about the importance of the text in how it relates to
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the topic. Wh at ? " Rapid downhill movement." Why? "The earth is not perfectly
flat." How? " Heavy rains or earthquakes and weathering loosen material."
Bold or highlighted text s can also cue students into critical vocabulary that
relates to the subject of the text, or in math to the t as k to be performed. In example
23, under the heading of How Volcanoes Form from the fourth-grade science text,
the word volcano occurred seve ral times on the page however; the bolded word
volcano marked the sentence on the page that answered the question posed in the
heading.
(23) A volcano is a land form that can bring about a rapid change to Earth 's
su rface. Before a volcano forms, things happen deep underground . At 80 to
160 kilometers (SO- 100 miles) underground, very hot rock, called magma, is
partially melted into liquid . Gas in the magma forces it upward. A volcano
form s at a weak spot in th e Earth's crust where magma is forced upward and
reaches the surface" (Scott Foresman, 2008, p. 270).

The bold word creates empha sis and lets readers know that they should pay
attention to the information occurring around it. Bold words can also key readers
into th e definition of key voca bulary or important terms relating to the topic. In
examples 24 and 25, from a fourth -grade math book, the highlighted words are
defined during that sentence.
(24) A number in expanded form is written as the sum of the value of its
digits: 5,000 + 200 + 60 +0.
(25) Wh en writing a number in standard form , write only the digits: 5,260.
(Charles, 2009, p. 4)
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These two vocabulary words are necessary for the student to complete the math
problem s on the following pages. The next few pages include directions such as:
"write each number in standard form " and, "write in expanded form " (Charles, 2009,
p. 6). If the students do not know the meaning of those words, they cannot
successfully complete the work . But they can flip back to the beginning of the
chapter and quickly locate the words and definitions since they have been
highlighted . Not only do highlighted/bold words key readers in to important
concepts to follow, they can serve as a quick reference for material as readers to
review or confirm perceived meaning later in their interactions with the text.

Conclusion:
ELL students benefit from certain features of teacher-talk found in
motherese, and also from instructional strategies that build their academic language
proficiency. Motherese and teacher-talk with their accompanying features, such as
slower speech, repetition, simple structure, gesturing, modeling, scaffolding, and
use of social vocabulary are effective tools for presenting and teaching new
information and concepts to ELL students. Reducing the language barrier for ELL
students and providing them with non-linguistic cues are necessary in assisting
students to parse new information and new complex language. These techniques
are, however, insufficient for preparing students for academic success and
independence.
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Academic English, with its complex expository text structure, technical
vocabulary, and reduced visual cues, is very different from the language that most
students encounter in their everyday education. Yet, students' academic language
proficiency is the key to their academic success and independence. ELL students are
at increased risk when language supports are removed before they master the skills
necessary to navigate the increasingly difficult language demands in their content
area classes (Brown, 2007). Content area reading should be a part of every content
area cla ss and, the patterns students will encounter should be explicitly taught, so
that they learn the academic sk ills necessary to navigate and comprehend gradeleve l texts .
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Reflection on Language Artifact

As an ESL teacher, I strove to teach academic reading comprehension
techniques and also found myself simplifying my speech and vocabulary to assist
with comprehension. I would have loved more years to perfect the balance between
these two seemingly contradictory language features. This paper helped me answer
the question: How can a L2 teacher find the balance between simplified and
academic English in order to best promote L2 development in an ESL setting? I
concentrated on using simplified English to assist students in comprehension while
sti ll remaining focused on scaffolding and teaching the patterns found in academic
English to allow students to make inferences and use techniques and patterns to
discern meaning from unfamiliar academic texts .
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CULTURE ARTIFACT
THE IMPORTANCE OF CLARIFICATION REQUESTS IN SLA
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Introduction to Culture Artifact

I was first interested in the topic of asking for clarification when I began
teaching ESL. Many of my students were failing their academic subjects. After a
se ries of observations of students in their content classes, I noted their reluctance to
ask for assistance or clarification. I hypothesized that some of their academic
struggles could be relieved if th ey were more comfortable with clarification
requests. I began to teach what we called self-help sk ills in an attempt to get
stu dents to promote their own academic success by requesting assistance from their
content teachers. I hoped that these ski lls would help them to become life-long
advocates for their own academic and linguistic success.
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The Importance Of Clarification Requests In SLA

Introduction

When I was a fulltime ESL teacher, I was disappointed when many of my
students did well in my language classes but were still failing their regular education
classes. To better understand the roots of this phenomenon, my fellow ESL teacher
and I, along with our principal, took a day to observe our ESL students in their
regular education classes. We noted that L1 stud ents asked for clarification when
th ey encountered a difficult task or when they misunderstood the teacher, whereas
L2 st udents rarely commented or asked for clarification, despite the fact that there
were many opportunities when it wou ld have been appropriate and necessa ry for
their comprehension. Students who were comfortable asking for clarification in ESL
classes were uncomfortable asking in th ei r aca demi c courses; as a result their
academic development was suffering.
We made a goal to teach our stud ents to se lf-a dvocate in the regular
education cla sses, specifically to ask for clarification, and to persist in clarification
request s until they fully understood the directions/co ncepts. It was important to us
that their language classes were preparing them for academ ic success outside of our
cla ss room, and that included not only academic language but also se lf-he lp
techniques such as asking for clarification.
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What the Research Says

The trend of my students' unwillingness to ask for clarification requests was
in keeping with the finding of Foster and Ohta who observed that, "s ignaling
communication problems is uncommon" (2005, p. 418) among ELLs. The use of
strategies such as negotiating for meaning and clarification requests does not
appear to be popularly applied when miscommunication occurs (Ellis, Tanaka &
Yamazaki, 1994; Foster, 1998; Foster & Ohta, 2005; Ziglari, 2008). This lack of
clarification requests in a classroom setting could be a result of the " face threatening
nature" of making a clarification request. They may be hesitant to initiate a
clarification request when it may draw attention to their lack of understanding and
linguistic knowledge (Foster & Ohta, 2005). Ellis et al. agree that excessive use of
clarification requests "may jeopardize communication from a social point of view"
(p. 454). Furthermore, in a classroom setting where a teacher is directing the
conversation, students may wait with the intent to clarify later or, when others are
directing the conversation, may opt to abandon the idea (Ziglari, 2008).
I believe that these fears of jeopardizing socia l sta nding or peer perception
may influence many of my ESL students who are taking classes with native-speaking
peers. ESL students may already feel at a disadvantage in their content classes, but
are hesitant to appear less competent openly. In one study, "o btaining completely
comprehensible input appeared to be of lower priority than maintaining a
su pportive and friendly discourse" (Foster & Ohta, 2005, p. 402}. L1 speakers often

75

wait to see if they can ascertain the meaning of previous utterances from the
conversation that follow s. This is one strategy a language learner may choose to
attempt over asking clarification questions, in the hope that the next utterance will
clear up the miscommunication (Foster, 1998).
While researching this topic I found that clarification requests and
negotiating for meaning, and in a broader sense the role that interactions play in L2
learning, have been researched by others. All these terms refer to some linguistic or
pragmatic feature that is used by eith er the speaker or the listener to clear up
miscommunication or problem input. Problem utterances in langu age input result in
communication breakdowns (Foster & Ohta, 2005) . At the sa me time, these
lingui stic features, used in interaction to correct co mmunication breakdowns, are
deemed valuable in SLA (Foster & Ohta, 2005; McDonough & Mackey, 2000; Nassaji,
2010; Ziglari, 2008) .

Interaction in L2 Acquisition

The literature supports that interaction is an important factor in L2
development and acquisition, because interaction supports comprehension (Ellis,
Tanaka & Yamazaki, 1994; Foster & Ohta, 2005; Zigl ari, 2008). According to Foster
and Ohta, " the most valuable way in which input is made comprehensible is through
interactional adjustments" (p . 405). This may be because comprehensible input can
be assured through negotiation while students are still being exposed to new
language (Ellis, Tanaka & Yamazaki, 1994; Foster, 1998).
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Interaction allows stu dents to have so me control over the
comprehensibility of the language input they receive, as opposed to being a non participating listener (Ellis, Tanaka & Yamazaki, 1994). While students may be
hesitant to interact in the L2 when the conversation is teacher-directed, they might
be more willing when they are directing the conversation to make interactional
adjustments. Ziglari (2008) suggests that providing students with opportunities to
express themselves can result in language acquisition because " the resulting
negotiation is richer" (p. 451).
Interaction in the target language may be better facilitated in groups rather
than whole- class lectures. Peers can negotiate meaning and co-co nstruct meaning
in a less threatening way when working together in small groups. It is commonly
accepted that small groups can lower a student's anxiety to speak in the TL while
increas ing the amount of time they have to practice the TL (Foster, 1998). Foster
claims that the best model for group work, which ensures that all students
participate, is pair work. In addition, Foster concedes that some comprehension
benefit is accomplished in other small groupings when students simply li sten to the
dialogue, as others in the group negotiate meaning.

Negotiation of Meaning
The use of clarifying questions is one technique used in the negotiation of
meaning (Long, 1996; Mackey, Kanganas & Oliver, 2011). However, there are many
other pragmatic and linguistic features that are tools in the negotiation of meaning
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between two individuals (Long, 1996). As defined in Foster and Ohta, negotiating
for meaning is "an activity that occurs w hen a li stene r signa ls to the speaker that the
speaker's message is not clear and the speaker and the listener work linguistically to
resolve this impasse" (Foster & Ohta, 2005 p. 406). Negotiation of meaning is simply
the tools L2 learners or their listeners apply to co-construct the meaning of language
through interaction with peers or the speaker until the language is understood
(Foster & Ohta, 2005; Long, 1996; Shrum & Glisan, 2010).
During an interaction, as opposed to a lecture or one-way communication,
interaction between parties allows for negotiation of meaning. Negotiation for
meaning may be necessary when what has been said is partially or fully
misunderstood (Foster & Ohta, 2005). " It is increasingly accepted that
conversational interaction in a second language plays an important facilitative role in
second language learning" (Long, 1996; Mackey, Kanganas, & Oliver, 2011 p. 285).
My ESL students are frequently placed in academic sett ings where content as
well as language is taught in L2 . They rout in ely face communicative breakdowns, or
situations where the meaning is at best unclear. It is important for them t o have the
pragmatic competence necessary to negotiate meaning with the spea ker. " ... in
authentic situations ... second/foreign language users may be confronted with
situations that require an ability to persist in pursuing problematic talk, trying out
new strategies when those already tried fail" (Soler & Martinez-Fior, 2008, p. 103).
According to Lee and VanPatten (2003), "Th e act of communication in most settings
involves the expression, interpretation and negotiation of meaning" (p. 51). Yet,
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much of the research on negotiating for meaning was done from the view of the
native-speaking peer or teacher negotiating and asking for clarification from the L2
student, and not the L2 speaker seeking clarification from the Ll speaker. The L1
speaker wa s clarifying the ideas the L2 student was trying to convey. Perhaps this is
because in traditional teaching environments negotiating for meaning is so
uncommon. According to Lee and VanPatten, there are potentially too many
participants to make negotiating for meaning during teacher-fronted activities
feasible, but small groups and pair work seemed to produce many more such
negotiation s (Lee & VanPatten , 2003).
Much of the research found on the effectiveness of repair sequences on
language learning was on correction of form, even though many suggest that it is
lexical (vocabulary) and not grammatical knowledge that is most beneficial in L2
comprehension and comprehensibility (Ellis, Tanaka & Yamazaki, 1994; Foster &
Ohta, 2005; McDonough & Mackey, 2000). According to Foster and Ohta, "it is
predominantly problems with lexis [ ...)that cause communication failure" (p. 408).
As an ESL as well as a content teacher, I am more interested in the correction of
meanings, and the filling of vocabulary gaps which are critical for comprehension of
the content curriculum, than I am in the correction of form.
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Repairs vs. Clarification Requests

Repair is a term used to describe the L2 learner's correction of incorrect
utterances as a result of feedback (Nassaji, 2011). Repair sequences are preceded by
trouble input or input that is misunderstood, incompletely understood or not
understood at all. Ll speakers and teachers are not the only ones faced with
problematic input. L2 students may face problematic input either when speaking
with peers or with the teacher in L2 . When L2 learners are confronted with trouble
input they also must have pragmatic strategies to repair the miscommunication.
Both the language learner and the teacher need to co-construct or negotiate
meaning (Lee & VanPatten, 2003; Nakamura, 2008; Nassaji, 2010; Ziglari, 2008).
When co-part icipants encounter a conversat ional problem, they
demonstrate through the shared management of their turn-taking that they
can deal with it before proceeding. Repair helps us to see how participants
orient to what has been said and project what to say next. In this way, talk is
seen as being co-constructed for the purpose of establishing mutual
understanding (Nakamura, 2008, p. 269).
The need for repair sequences in instruction or conversations with students
does not necessarily mean that the input was inappropriate for the
academic/linguistic level of the student (Foster & Ohta, 2005). In fact, Vygotsky's
claims regarding the Zone of Proximal Development (the zone in which instruction is
most appropriate for student growth) in its very essence require that meaning be coconstructed or scaffo lded by another person. Information that is presented in
learners' ZPD requires assistance for comprehens ion/ performance before the
student will be able to comprehend/perform on his own (Foster & Ohta, 2005;
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Shrum & Glisan, 2010; Ziglari, 2008). The main idea is that "what the learner can
be assisted in doing is soon to be something they can do without help" (Foster &
Ohta, 2005, p. 414).

Conclusions:

The conclusions I have drawn from the above research and how they may
apply to me as an ESL teacher are as follows : First, instances of students using
clarification requests are uncommon in L2 populations and, as Foster {1998) states,
"if we think this is an undesirable state of affairs and would prefer our students to
pursue communication breakdowns until they are resolved, it is probably necessary
to show them how to do this, and why" (p. 19). As the research demonstrates,
negotiation for meaning can assist in the development of the L2 (Ellis, Tanaka &
Yamazaki, 1994; Long 1996; McDonough & Mackey, 2000). I should be teaching my
students the how and why of negotiating for meaning.
Second, the making of clarification requests is just one of several techniques
used by the L2 learners and teacher alike that can assist in the comprehension of
problem utterances. Negotiating for meaning incorporates several different subskills, including comprehension and confirmation checks as well as clarification
requests or questions (Ellis, Tanaka , & Yamazaki, 1994; Foster, 1998; Long, 1996;
McDonough & Mackey, 2000).
And third, just because an utterance cannot be understood in isolation, does
not mean that it is not appropriate for the learner. In fact, appropriate input that
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leads to acquisition is input that requires the assistance of another person (Foster
& Ohta, 2005; Shrum & Glisan, 2010; Ziglardi, 2008). Therefore, it is important in
language development that there is room for scaffolding by peers or by the teacher.
The environment of the classroom needs to be such that the students are
comfortable applying negotiation of meaning strategies and provided with
opportun ities not only to comprehend input but to practice output. This means
planning group and pair work into my lessons, so students have the opportunity to
practice the negotiating for meaning techniques that have been taught .
In light of these conclusions from the research literature, as well as my
experiences as an ESL and a content teacher, I am left with significant questions in
regards to the negotiation of meaning and the use of clarifying questions. The
question s I would pose for further research are as follows:

Research Topics
As a teacher of ESL students I am tasked with preparing my students for
their academic careers in L2. Through the research ofthis and other papers I have a
better understanding of the pragmatic needs of teachers and students alike in
assisting the development and comprehension of L2. However, I believe that there
are several questions that need to be further researched in the area of asking
clarifying questions, and how to teach these skills, and how and if the use of them
affects not only the development of L2 but specifically the academic competence
and proficiency in L2 . The research points I wish to pursue are as follows.
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1. I would like to conduct more research specifically on the L2 speakers' use of
clarifying questioning to negotiate meaning with the native language speakers and
teachers. Specifically I wish to investigate whether L2 learners who applied this
pragmatic technique outperformed L2 learners who didn't use clarifying questioning
in L2 classrooms in their linguistic and content competence.
2. Further study on how the use of clarifying questioning affects ESL students'
comprehension of subject matter in content classrooms is needed . I would like to
study the effective methods for teaching the skill of asking clarifying questions in the
ESL classroom . Additionally, I would like to track the students to see if the
questioning skills taught in the ESL setting are transferred to their general education
classes . And finally, if skills taught are generalized does it have a positive impact on
student comprehension of subject matter in L2 as measured on content tests or
tasks?
3. Thirdly, I would like to study how these pragmatic skills (questioning for
clarification, and negotiating for meaning) are best taught to L2 learners in different
settings, i.e., ESL classrooms versus L2 content area classrooms. How would the
teaching of these techniques be taught in a ESL classroom and supported in a
content area classroom? If the skills are not taught in the language classroom, how
would they best be taught and supported in the content area class?
4. The majority of the research done on clarification requests/ negotiating for
meaning and its accompanying skills has been done on college or adult ESL
populations. I would like to research how the current research findings and data
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relate to younger learners of En glish . I wish to determine to what extent the
current findings apply to younger populations, and what adjustments need to be
made for specific age groups.

In Closing
In closing, as ESL students are in a unique position requiring them to gain all
content area instruction in L2 even before reaching proficiency in L2, it is important
for them to have the strategies needed to access the curriculum. ESL students
cannot afford to fall behind in their content and academic development while they
are waiting to gain academic proficiency in L2 . But as stated by Lee and VanPatten
(2003) "in many second language contexts, communication breakdowns are likely"
(p. 51). I believe that having the ski lls needed to negotiate for meaning and asking
for clarification are critical skills for ESL students to possess so they can be utilized
when communication breakdowns do occur. Applying skills such as negotiating for
meaning or asking clarification questions will assist them in advocating for their own
educational needs. It will serve to remind and assist the teacher to appropriately
scaffold the instruction until mutual understanding is reached (Echevarria, Vogt, &
Short, 2003) .
If research can show that the teaching of these skills does lead to
generalization and increased acad emic proficiency, it would be important to
implement the teaching ofthese skills in L2 classrooms and content area classrooms.
Further research on age appropriate in struction would help in designing a
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progressive curriculum that could span K-16 education. I believe it is important for
ESL students to have the pragmatic skills necessary to fully access their curriculum in
our school systems and in life. If it was better understood how to prepare ESL
populations to be successful negotiators of meaning, I believe that students wou ld
have better success in their regular education classes, and as a result have better
access to academic curriculum and the potential to be more successful in higher
level classes despite their limited English proficiency or voca bulary gaps.
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Reflection on Culture Artifact

The research literature supports my observation that l2 learners are unlikely
to ask for clarification or signal their misunderstanding; it also supports my
hypothesis that these pragmatic skills are beneficial to L2 development. After
reading the research on this topic, I am recommitted to directly teaching students
how to make clarification requests and negotiate for meaning. I think that these
skills could have a positive impact on not only l2 development but also the academic
development of Ells.
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RESEARCH PROPOSAL

THE IMPACT OF AUDIO-BOOK READ ALONG, AS A HOME COMPONENT, ON L2

LITERACY
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Introduction to Resea rch Proposal

As an elementary sc hool teacher, I am keenly interested in the literacy
development of L2 students. I have encountered many reading programs intended
for ELLs, most of which I find to be ineffective. While the programs may have had
some benefit, the test results as well as my informal observations suggested that the
comprehension and literacy of students seemed to be compromised by the so le use
of these program s.
The following paper was a research proposal! wrote for LING 6010 Language
Research in L2 Learning. Books on tape were something I had used briefly as a home
component for my ESL classes. They seemed to be effective in motivating students
to read more age and grade-appropriate books. The students loved checking out the
books and reading them at home. I became curious as to how beneficial something
as simple as a book on tape was for language development.
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The Impact Of Audio-Book Read Along, As A Home Component, On L2 Literacy

Abstract:

Research suggests that the effective use of books on tape can assist with
language development (Koskinen, Blum, Bisson, Phillips & Creamer, 2000; Skouge,
Rao & Boisvert, 2007). This study tests the hypothesis by contrasting the literacy
performance of two groups of third grade Ell (English language learner) students.
All students will select a trade book daily (designed and marketed for
entertainment) to read at home; group one will receive just the book; group two will
also receive its accompanying audio version on CD. The groups will be compared on
gains in reading fluency, reading comprehension, as well as the level of difficulty of
se lf-selected books. Comparisons in all areas of study will be ba se d on pre and posttests, as well as progress monitoring tests at given intervals across an academic year.

Literature Review:

Resea rchers have suggested that the effective use of books on tape can assist
with language development (Koskinen, Blum, Bisson, Phillips & Creamer, 2000;
Skouge, Rao, & Boisvert, 2007). Will there be similar improvement in the literacy
development of an Ell population? The hypothesis tested in the proposed study is
that there is a positive correlation between using books on tape with reading
homework, and the literacy development of l2 learners.
This study demonstrates the relationship between books on tape (audio
books) and the development of l2 literacy when used in combination with the
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regular homework-reading program . " English -Language Learners are one of the
largest groups of students who st ruggle with literacy in general and vocabulary and
comprehension in particular" (Hickman, Pollard-Durodola & Vaughn, 2004, p. 720).
The importance of gaining a deeper understanding of how to improve literacy skills
among this population is generally recognized (Hickman, Pollard -Durodola &
Vaughn, 2004; Koskinen, Blum, Bisson, Phillips & Creamer, 2000; Skouge, Rao &
Boisvert, 2007; Williams & Williams, 2000).
English language learners tend to have limited access to printed books in any
language (Goldsmith, 2002; Koskinen, Blum, Bisson, Phillips & Creamer, 2000; LugoNeris, Jackson & Goldstein, 2010). "Many people in the United States, including
many immigrants for whom Engli sh is a seco nd language, lack basic literacy ski lls. For
these groups books, and other print materials are largely inaccessib le" (Skouge, Rao
& Boi sve rt, 2007, p. 5). A way to address the problem of limited print materials at
home is to assign books to be read at home as homework. It has been proposed that
using books on tape is an effective way of making English print accessible not only to
the students, but to the whole family, so that everyone in the home is able to hear
and enjoy the stories together while the illustrations can help convey the meaning
and language of the text (Skouge, Rao, & Boisvert, 2007) . According to Koskinen et
al. (2000) "storybook illustrations typically convey as much, or more, meaning than
the text"( p. 9).
Researchers have demonstrated several benefits of using books on tape with
ELLs who struggle with literacy. Books on tape are highly motivating to the students
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themselves. Books on tape allow students to focu s on comprehension and
meaning while reading what their more proficient peers are reading. In addition,
Ells who listen to books on tape grow "in their ability to read books of increasing
difficulty both fluently and accurately when given the opport unity to reread books
with audiotapes at home" (Koskinen , Blum, Bisson, Phillips & Creamer, 2000, p. 24) .
Reading along with a book on tape can be beneficial for ELL students for
many reasons . Listening to the performances of the readers of text can promote not
only interest in the material but also comprehension. While modeling correct
phra sing and expression , a book on tape provides many auditory cues to meaning
(Casbergue & Harris, 1996). Listening to many books on tape assists students in
internalizing storyline organization, as well as the written structures of English,
which can be very different from the spoken structures of language. This
und erstanding of structure is "critical to comprehension " (Casbergue & Harris, 1996,
p. 49) . When listening to books as opposed to strictly reading them, they are
exposed to these structural patterns in a natural way as the readers emphasize
certain phrases helping students cue into the difference between dialogue and
formal written structure.
Many researchers have noted the increased motivation for Ells to read
when they have access to books on tape (Goldsmith, 2002; Koskinen, Blum, Bisson,
Phillips & Creamer, 2000; Patten & Craig, 2007). In fact, increased motivation to read
has been stated as one of the major benefits of using audio books with ELL students.
The motivation can come from several contributing factors. On e is that books on
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tape ass ist students in reading books with more advanced vocabu lary and syntax
than they would be comfortable reading alone (Goldsmith, 2002) . Students want to
read what their peers are reading, and books on tape assists them in successfully
reading the favorite books of their more advanced peers. The use of new technology
to promote reading activities can be motivating as we ll, so assigning homework on
the latest technology such as iPods may be considered "cool" (Patten & Craig, 2007).
further motivating the student to persist in the task .
As a previous teacher of ESL in public elementary school, I noted that when
my students se lected books with accompanying audio, they chose more advanced
books than when they se lected a book without audio. As a result of my ex perie nce
working with L2 learners, as well as studying the resea rch on the implementation of
books on tape into the educational program , I am very interested in furth ering the
research done in this specific area , as well as other techniques that may be applied
wh en attempting to fill the literacy gap that many ELL students face . The proposed
study would look at one techniqu e geared at improving literacy to determine if in
fact it does help fill the literacy gap of these students.
Questions:

The main purpose of this study is to track growth of two groups of third-g rade ESL
students to gain understanding about the impact of books on tape with the
development of three main literacy skills: flu ency, comprehension, and cho ice . The
resea rch questions are as follows:
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1. Is there a difference in students' reading fluency scores between the control
group (without audio books) and the treatment group (with daily audio books)?
2. Is there a difference between treatment and control groups in students' reading
comprehension when tested on grade-level texts?
3. Do students in the treatment (audio book) self-select books with a higher /exilereading level (a common method of determining the difficulty level of books) than
students in the control group?

Methods:
This study will be conducted using two elementary schools with ESL
program s; a sc hool will be randomly assigned to participate in either the control or
the treatment group. Although only third graders will participate in the study,
reading materials for check out will need to be provided and /exiled for multiple
reading abilities and grade levels. Reading materials for the treatment group will be
accompanied by audio versions as well as CD players for check out if necessary.
In both programs students will be required to check out a book to take home
at least four nights a week as a part of ESL class requirements. Teachers will be
instructed on how to implement the self-selected reading program, including how to
distribute and collect books.
Both groups will be given a reading fluency and comprehension test before
the implementation of the home reading program to provide baseline data on the
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two populations, as well as to begin a growth model from the beginning of the
year to the end of the year.
In order to track the difficulty of books students choose to read themselves,
the students will be trained to use a classroom computer to scan in books they are
returning at which point they will also be asked to select whether they had read the
book or how many times they read the book they were returning and to check
whether they liked the book. Students will not be penalized in any way for not
reading books they had checked out.
Students' reading fluency will be monitored at regular intervals using their
school's standard grade-appropriate reading-fluency assessment. Students will also
be regularly monitored on reading comprehension using a standardized reading
comprehen sion exam on grade-appropriate texts .
The scores of the treatment and the control group will be compared to see if
there is a significant difference in performance between the two groups of thirdgrade ESL students. The main purpose of this study is to see if it is worthwhile to buy
the extra supplies needed for a book on tape library in ESL classrooms . It would be
worthwhile only if such a library assists ESL students in the development of reading
fluency/comprehension skills.
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Reflection on Research Proposal

I recognize that nothing as si mple as having L2 students check out books on
tape will fix L2 literacy problem s. After all, if hearing the language is adequate for
literacy deve lopment, then the rea ding and language input that naturally occurs
during the academic school day would be sufficient. Though I am no longer an ESL
teacher, I would be interested in seeing the results of this proposed study. If the
proposed treatment proved to be an effective resource for L2 literacy development,
it would be an easy thing to implem ent in addition to regular literacy instruction.
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ANALYSIS AND REFLECTION OF TEACHING VIDEO
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Teaching Video Analysis and Reflection

Background/justification:

These video-recorded lesso ns were taught to a class of 23 first grade
students . Three of the students had a L2 influence, meaning that they or members
of their immediate family spoke a language other than English in the home. One of
those three had sco red Limited English Proficient on the state Language Proficiency
exam.
This series of lessons was on persuasive writing. This was the first exposure
st udent had to writing persua sive pieces. Three fifteen -minute lessons were
conducted over three days . This allowed me to keep students' interest as well as
review new material so that students would be co mfortable with it before they had
to use it. It also allowed me to assess knowledge and adapt my presentation across
the three days.

Introduction:

The less on began with a read-a loud from a picture book (Bread and Jam for
Francis by Ru sse ll Haban). The students sat on a rug in order to see the illustrations.
Starting with an illustrated children's book was a motivating way in which to
introduce a new concept. It also allowed the students to start with a similar
background knowledge base. Linking the new knowledge to a shared reading
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experience allowed all students to participate and come up with appropriate
examp les as I continued with the lesson.

Presentation:

The academ ic vocabulary I wanted students to gain from this lesson were the
words persuade and persuasive. I introduced these words by writing them on the
board. The class then pronounced the words while clapping the syllables so that
they could accurately pronounce them. I introduced their meanings by linking them
to the ways the little girl persuaded her family in the book. Using examples of
persuasive speech from the book improved students' ability to give these words
concrete meaning and connect them not on ly to the book, but also with a familiar
scenario in their own lives, i.e., persuading their parents and friends to let them
have their favorite food and not have foods that they don't like. I think that the book
as well as the accompanying lesson was effective at accessing student background
knowledge as well as piquing their interest.
I then introduced the three parts that students wou ld need in their
persuasive writing. The next portion of the lesson was taught the second day.
listed on the board the foods the class thought they could persuade someone else to
try. The list included fish stew, Japan ese food, shrimp, and spaghetti. This allowed
students the opportunity to share someth ing about themselves with the class, which
they enjoy. I then modeled writing a persuasive piece on trying ice cream, taking
reasons and exa mples from the class. I then had the stude nts write their own
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persuasive piece on the food of their choice. Students were then invited to read
their writing to the class if they chose.
The third day, before the students arrived, I wrote a first grade appropriate
persuasive essay on the book we had recently read, Bread and Jam for Francis, and
put it on the board . Before school a couple of students wrote under the essay Miss
Sharp is trying to persuasive us. So it was clear to me that at least some of the
students were able to generalize their new knowledge about persuasive writing
even when seeing it written on a different topic. This was exciting to me because
students' ability to recognize and generalize material is critical for their academic
success.
I read the note aloud to the class and asked if someone could think of a word
that would sou nd better in that se ntence than persuasive . Hearing it out loud they
were all able to recognize that persuade was a better word for the sentence.
I had the students read my essay and identify the components of persuasive
writing. We then made a list of some of the class' s favorite books, listing reasons
they were good to read. The students were then paired to discuss a book they had
chosen to write about and give their partner three reasons they shou ld read it. This
accomplished two things. It gave students a chance to speak to each other, as well
as allowed for another peer model of the upcoming task. The students then wrote a
second persuasive piece on a favorite book.
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Assessment:
During these three lessons I gave three main assessments: one oral recall of
what was needed in a persuasive writing piece, and two writing samp les of student
persu as ive pieces . The oral assessment had very specific answers and let me assess
quickly whether student s understood what wa s being taught and expected of them
in their writing. The two writing assessments let me assess whether students could
apply this knowledge for a communicative purpose . They also allowed for individual
student creativity as they chose the topic of their paper, which made the task
motivating and interesting and told me more about the student than a formative
assessment with one right answer. The writing assessment allowed them to
demonstrate their critical thinking as we ll as their academic w riting skills .
As I looked at st udents' writing after the first day, I noticed that a few
students used my exact reaso ns in their own writing. One of special note was the ESL
student who wrote to persuade people to eat pizza . His writing (with spelling
corrections) read: "You should try pizza . It is Yummy. Pizza is sweet. " Yummy and
sweet were two words discussed when doing the shared writing on ice cream .
Now this student does know the meaning of the word sweet, but it is
apparent that something about th e task wa s challenging enough that he cou ld not
generate his own ideas. I believe that teaching schedu les and curriculum need to be
flexible enough that I am able to adjust based upon students' need s. So, even
though I wa s not necessarily planning on continuing persuasive writing that week, I
decided to reteach the next day to improve stu dents' understanding of the subject.
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After the second days lesson the same ESL student wrote: "You should try
Ninja books. Ninjas can do tricks. They can make you laugh. Ninjas are cool and they
can be silly. It is a cool book. You should read it. And do flips ." This was an
enormous improvement from his first attempt at persuasive writing. He wrote more,
chose appropriate related reasons, and had a conclusion w ith an additional thought
at the end .

Possible Improvements:

If I were to reteach this lesson on persuasive writing I would like to find a
book that better illustrates persuasive writing . The book that was used worked for
generating ideas on persuasive writing, but I would also like a book that more
specifically model s persua sive writing on a first grade appropriate level.
In order to more effectively access background knowledge I would have
taken the time to have students share a time they were persuaded to try a new food
as well as share an example of my own . I think that additional personal examples
would have better prepared them for the task of writing a persuasive piece. I could
also find a short video clip modeling persuasive speech.
In order to better emphasize writing's communicative purpose, 1think that it
would have been great to partner students together and instead of having them only
look for the three components of persuasive writing, have them decide if the writing
was successful and could persuade them to try this new food.
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To make this portion of the lesson more effective I could have taken a few
minutes to talk about choosing foods that were favorites in their homes, making the
connection to their homes and the foods that different families enjoy. I could have
also brought something unusual my family enjoys that may not look that appetizing
and after the persuasive writing give students an opportunity to try it at recess if
they wanted to. And I may have emphasized to students that they might want to
choose a food that other people may not have tried but that they think they should.
Although the use of favorite foods as well as favorite books was motivating
and interesting to the students, I mainly used the board for writing and oral
directions to present the material. If I had some more visuals or activities students
could perform, that would assist students in retention and interest in the lesson.
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ANNOTATED BIBLIOGRAPH Y
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Introduction to Annotated Bibliography

The following is an annotated bibliography of books and articles that I read
during my coursework in the MSLT program . Many of the articles and books were
influential in my artifacts, my perso nal teaching philosophy, and my language
teaching in practice. They are organized in four main themes : Literacy, Academic
Language, Programs and Methods, and Culture/Language.
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ANNOTATED BIBLIOGRAPHY

Section 1: Literacy

Hadaway, N.L. (2009). A narrow bridge to academic reading. Educational
Leadership, 66(7), 38-41.

Summary: This article stresses the importance of su pporting students' transition

from pleasure reading to academic reading. It suggests using a technique termed
Narrow Reading to accomplish that goal. Narrow Reading refers to reading in one
area or theme until ready to read across broad topics and areas. This means that
students would read many different writings about one narrow topic before moving
to more complex academic texts on the same, but more inclusive topic. It also
recommends using children 's books to build background knowledge in areas that will
be necessary in later academic reading.

Reflection : The author made a strong case for using literature in ESL classrooms as a

means of teaching academic reading skil ls to ESL students. The idea of using narrow
reading to build students' background knowledge is interesting to me. I believe it
would help transition students into conte nt area reading. After Narrow Reading
they would already be familiar with concepts and so me terms when presented with
content material in the more complex expository style found in most textbooks.
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Hadaway, N., Vardell, S.M., & Young, T.A. {2002) . linking science and literature
for ESL students. Book Links, 12(2) 31-36.

Summary: This article proposes the use of literature to bridge the gap between

students' general verbal skills and their content area language skills. The authors
specifically focus on using literature as a way of boosting comprehension in science
content. They posit that using a thematic approach to curriculum assists students'
attainment of desired content. The authors encourage L2 teacher to make
selections of poetry, narratives, and other form s of literature. By providing students
with literary texts teachers are building their background in the content area as well
as providing them with material that has the potential of strengthening their
schemas.

Reflection : This article embraces using fiction, nonfiction, poetry, and other forms of

literature while teaching academic content. /liked the idea of themes and providing
students with different situations in which to link the desired content. The more
background students have in the content area, the more developed their schemas.
The more material students can link the difficult science content, the more likely
they will be to create and retain meaning. I also think it would be great to have
students create their own literature around academic topics. If the teacher has
been providing them with many literary works around the theme, these works can
serve as models for the type of work the students will be producing.
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Alvermann, D. E., Swafford, J., & Montero, M.K. {2004). Content area literacy

instruction for the elementary grades. Boston, MA: Pearson Education Inc.

Summary: This book was a required reading for one of my TEAL (teacher education

and leadership) cla sses. The authors focus on research-based, effective methods of
literacy instruction for all students. They emphasize that literature-based skills
should be taught for communicative purposes. Decoding, they argue, has no value if
students are not taught to decipher meaning from the words they are saying. They
claim that the entire point of literacy instruction is to enable students to have access
to academic content. So it follows that literacy instruction and content area should
be taught simultaneously. The teaching of reading skills simultaneously with content
would support one main goal of reading instruction, reading to learn.
The book covers how to teach in different writing genres including expository
texts and visual or media based texts . It also addresses vocabu lary needed for
effective content literacy. Lastly, it discusses adaption to make the content accessible
to all learners and gives specific strategies to reach ESL students and learners
performing below grade level.

Reflection : As a grade school teacher I agree that literacy and content should not be

se parated, because it is critical that students gain content area literacy skills from the
very beginning of their education . This will prepare them for middle school, high
school, and higher education. I recently attended a state curriculum directors
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meeting where st udent writing was a topic of concern. Our students perform
below where they shou ld be in their writing abilities, which results in them
graduating without the writing skills they need in higher education. It is believed
that these literacy problems begin in the elementary grades. We have been teaching
literacy skills sepa rate from content areas. As a result, when students are required to
read , decipher, and write in unfamiliar genres they are unprepared to do so
successfu lly. The state of Utah has adopted a new Language Arts Core that will mean
students are reading and writing on a higher level beginning in kindergarten classes.
This text has numerous connections with teaching English as a second
language. If we attempt to teach English separate from the general core, stude nts
will struggle to develop the language ski lls necessary to access content on higher
academic levels.

Hickman, P. S., Pollard-Durodola, S., & Vaughn, S. (2004). Storybook reading:
Improving vocabulary and comprehension for English language learners.
Reading Teacher, 57(8), 720-730.

Summary: The authors explain why English as a L2learners struggle with literacy.

They claim that the holes in literacy are affected by many factors including
educational background in first or second language as well as socioeconomic status.
They present the use of storybook reading to improve the literacy of l2 learners.
Using storybook reading can improve literacy among L2 learners in many ways,
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including vocabulary gains, the building of cultural understanding, and the
provision of language models.

Reflection: I have noticed in my ESL classes that each student comes with different

levels of academic schooling in their first language. In some groups it seems their
main commonality is the fact that they do not speak the L2 fluently. But content
understanding varies greatly. I like using storybook reading to increase vocabulary
and build background knowledge on varied subjects. Storybook reading can be
enjoyable and instructional for varied language proficiency levels. Beginning students
can work on labeling skills as students look at and identify objects in the pictures,
while more advanced students can analyze text to search for clues and formulate
prediction s.
In a classroom teach ers are limited as to the actual places they can take their
students. They cannot for example take them to a kitchen to explain to them the
names of objects in a kitchen or what a kitchen is used for. But they can read about
many kitchens and ask students to compare kitchens in books to their own (e.g., " Do
you have a fridge in your kitchen ? How about an alligator?" ). Books can serve as
great introductions to oral language practice as well as listening activities.

109
O'Donnell, M. (2009). Finding middle ground in second language reading:
Pedagogic modifications that increase comprehensibility and vocabulary
acquisition while preserving authentic text features. The Modern Language
Journal, 93(4), 512-533. doi : 10.1111/j.15404781.2009.00928.x

Summary: This journal article reports on the effective ness of different pedagogic

modifications of authenti c texts for L2 students. The most co mm on modification is
the simplification of texts, however, this results in the leaving out of many important
lingu istic features such as idi omatic expressio ns. The researchers decided to study
'e laborative ' mod ifications of authent ic literature their success in assisting with the
assess-abi lity of authent ic literature byl2 students without the side effects of text
simplificat ion.
'Elaborative' modifications are clarifyi ng extensions of th e text, and the use of
synonyms, as opposed to deletions or simplifications . They compared groups being
taught from elaborate ly modified authentic texts and groups with unmodified texts.
Th ey found that groups reading elaborately modified versions had greater
vocab ulary recognition after reading.

Reflection : Like many studies the results were not concl usive. The author as needing

further research pointed out seve ral variab les. However, 1find the idea of elaborately
modifying t ext appealing. When teachers use text talk and similar strateg ies they are
esse ntially doing that in oral form. On e advantage I see in text talk is that students
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become familiarized with both the original word as well as the synonym, and as a
teacher I may provide several synonyms either out of need or as a means of
introducing or providing links to even more vocabulary. In an elaborately modified
text, difficult words are replaced with a synonym. They are most likely already
familiar with. It is for this reason I would not choose to read them in a class or
supported group setting. But if teachers could provide for their students elaborately
modified texts to read on their own I believe that they would be very useful in
building both vocabu lary and confidence in reading as the students would be reading
age-appropriate content and titles.

Moss, B. (2005}. Making a case and a place for effective content area literacy
instruction in the elementary grades. International Reading Association,

59(1), 46-55.

Summary: Thi s author claims that even students who are exposed to expository
texts are not instructed on how to comprehend them . She points out that in the
primary grades the focu s is away from reading to learn but instead on gaining
decoding skills. The author suggests three reasons primary grade teachers should
teach content area literacy.
The first is the need for early ex posure to expository texts . She argues that
students with experience in expository tests in early grades demonstrated improved
reading and writing ski lls in later grades. The second reason is simply that
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informational texts help motivate children to read and learn. That knowledge
gained through the reading of non -fiction expository texts can be just as motivating
as reading stories through narrative texts. In addition, non-fiction texts prepare
students for future success in their reading careers.
The third reason is that informational texts increase new knowledge
domains. The author recommends that teachers integrate reading instruction with
content areas. By doing this students learn to gain knowledge from their assigned
reading, while learning the skills necessary for reading.

Reflection: As an English as a Second Language teacher I agree that it is critical that

students become familiar with informational texts and the strategies they need to
gain understanding from them. When students are learning their second language
while also receiving content area instruction in that language, it is critical that they
gain the vocabulary and reasoning skills necessary to comprehend readings in the
content areas.
Learning to read and reading to learn can be taught at the same time. I
believe the author when she says that this will prevent achievement drops in later
grades. I think that the sooner students are taught strategies for comprehending
content specific texts the more successful they will be in later grades when reading
to learn is critical to their academic success.
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Section 2: Academic language

Brown, C.l. (2007) . Supporting English language learners in content-reading.

Reading Improvement, 44(4), 32-39.

Summary: With the growing number of Ell stud ents in the American publ ic school

system, teachers are concerned w ith the academic deve lopment of this population
of stu dents. The author makes the arg ument that rea ding is one of the most
important skills in a stud ent's academic ca reer and necessary for academic
achievement. However, reading is often not given the appro priate consideration
despite its importa nce . Readi ng is often thought of in terms of literat ure, and is
taught with literature and lang uage arts in mind . But readi ng is also critical in all
other content areas suc h as math, scie nce, and socia l studies. Students are not
always taught how to read the language of sc ience or social studies, which tends to
use expository style and is much more difficult for students to read and understand.
The auth or proposes four strategies to help ESL students in content area
texts: usi ng co ntent maps, combining co ntent teaching and reading in struction,
reading simplifi ed t ext s, and providing guiding questions. If teachers provid e reading
instruction along with their content teaching they help students not only gain
content, but also make gains in academic English.
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Reflection: Reading does seem to be generally taught only in the

literature/language arts genre. Texts in the content areas such as science and math
are difficult even for native-speaking peers. Content or academic texts are especially
difficult for second language learners, many of whom have never been exposed to
the technical vocabulary or the more difficult syntax of academic writing.
There is an increasingly strong push from ELL advocate groups to teach
academic language so that students can have better access to academic content. As
a teacher it is easy to teach the content and consider the job is done. Unless, the
skills needed to decipher content area texts have been taught in addition to the
content, the students are not sufficiently prepared for success in that discipline.
It is critical that we assist students in the development of not only technical
vocabulary but of academic texts structures, so that they have the tools needed to
build and gain knowledge not only from the teacher but also directly from academic
texts.

Bowers, E., Fitts, S., Quirk, M., & Jung, W. (2010}. Effective strategies for developing
academic English: Professional development and teacher practices.
Bilingual Research Journal, 33(1}, 95-110. doi 10.1080/15235881003733407

Summary: These authors emphasize that all learners, but specifically English as a

second language learners need to develop CALP (cognitive academic language
proficiency) as well as BICS (Basic Interpersonal Communication Skills) in order to be
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successful in their school and in life. It is especially important for students whose
academic content and schooling will occur only in their second language to develop
CALP. And that CALP must be taught from their first experiences in schooling in their
second language.
Despite how critica l it is for these students to gain CALP, BICS is what teachers
of second language students have traditionally taught. The teaching of CALP is
foreign to most elementary teachers. This study acknowledges the importance of
teaching CALP skills for ESL students' success . Teachers were surveyed after trainings
to determine which of the taught strategies they used and how frequently, and
which strategies were deemed the most useful and productive by teachers.
Some of the strategies that were covered in the study were: the building of
background knowledge, authentic contextualized instruction, linking to native
language, comprehensible input and, explicit instruction of linguistic features in
texts .

Reflection: It is troubling that, as critical as CALP is for ESL student success, it is so

misunderstood by elementary teachers. But I can absolutely relate, as an ESL teacher
I felt and in many senses still feel completely unprepared to teach CALP skills to
students. I think that the teaching of these skills is still a mystery to many teachers
who believe CALP should magically come as BICS develops.
CALP requires students to navigate through the many different genres and
vocabulary and text structures that students need to succeed in school. At the same
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time, I think that it is important to note that Cognitive Academic Language ski lls
are difficult for not only ESL students, but also for native-speaking students and
possibly for their teachers . However, if the teacher is uncomfortable navigating
through academic language it becomes increa si ngly difficult to teach stude nts,
especia lly ESL students, to navigate those texts.
The authors point out that CALP is critical to ESL stu dents' academic success
and that it will not develop as naturally as BICS and must be taught explicitly. With
this being the case, it is imperative that teachers do become familiar with and
proficient in teaching CALP skills.

Pierce, M.E., & Fontaine, L.M. (2009). Designing vocabulary instruction in
mathematics. Reading Teacher, 63{3), 239-243. doi:10.1598/RT.63.3.7

Summary: The author' premise is that language skil ls and math vocabulary are

increasingly important for student success in mathematics. With increased emphasis
of high stakes testing, which involves difficult word problems and the use of
mathematical language, it is important that instruction in math vocabulary become a
part of the curriculum , especially in grade school.
Th e authors' discuss two types of vocabulary words that cause confusion in
math. They are technical words and sub-technical words. Technical words have
specific technical mathematical definitions that must be memorized. Sub-technical
words are words whose common meaning students are already familiar with in other
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settings but whose mathematical meanings are often quite different and
therefore must be relearned.

Reflection: In my experience in teaching both English as a Second Language and

math intervention I have frequently seen students struggle with math language. I
agree that educators need to specifically teach math vocabulary. This article,
although not primarily addressing English Language Learners' performance in math,
is very applicable to that population. English Language Learners often struggle in
content area courses specifically math as a result of their lack of content specific
language. The concept of sub-technical vocabulary is especially important when
working with English as second language students. We need to be aware that multimeaning words can cause additional confusion and their meanings need to be
specifically taught in their related settings. This article provides su pport for teaching
language not as a sepa rate academic subject but as a means of accessing content in
content area classes.

Burns, M. (2007). Nine ways to catch kids up. Educational Leadership, 65(3), 16-21.

Summary: The author claims that the only way to assess student comprehension is

to look not only right answers but also for accompanying explanations of their
reasoning. If the teacher tests only for right answers, she may miss students' actual
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lack of conceptual understanding. The author recommends the use of nine
strategies for building mathematical understanding in struggling students. The nine
strategies include: Determining and scaffolding the essential mathematics content,
pacing lessons carefully, building a routine of support, fostering student interaction,
making connections explicit, encouraging mental calculations, helping students use
written calculations to track thinking, providing practice, and incorporating
vocabulary instruction.

Reflection: I agree with the author that testing for comprehension means more than

testing for right answers. Just as st udents who are able to decode may not
necessarily be able to read for information, students may be able to answer
mathematical questions without being able to apply concepts to life. In both
sce narios stud ents gain very little value from the tested sk ills. It is critical to make
su re ESL students understand the concept behind the steps they are performing.
Th e author suggests that a teacher can tell if a math lessons has been
scaffolded sufficiently for struggling students by how many students rai se their
hands at the end of the lesson when they are sent to do individual work . 1agree that
students should be asked to do on their own only what they are able to do
independently. I am in favor of testing mathematical understanding; if testing for
understanding occurred earlier in lessons and units, students would need less
remediation later on.
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Chamot, A.U., & O'Malley, J.M. (1987). The cognitive academic language
learning approach: A bridge to the mainstream. TESOL Quarterly, 21(2),
277-249.

Summary: The authors present the cognitive academic language learning approach

(CALLA) as a method for preparing limited English language speakers for mainstream
classes. The main goal of ESL programs is to prepare the students for academic
success and independence. This approach to teaching language can be used in all
types of ESL programs from bilingual, to pull out. The authors propose that many
traditional second language programs focus on intercommun ication skills and as a
result release students long before they are ready to access academic subjects such
as math, science, and social studies. They recommend that teachers begin teaching
students to use English to learn subject matter.
CALLA focuses on three main principles: ESL curriculum is correlated with
content area curriculum, language instruction is integrated with content instruction,
and learning strategies are taught exp licitly. The authors propose that the
implementation of CALLA will strengthen ESL students' academic English proficiency
and prepare them for independence in mainstream co ntent classes .

Reflection : Academic language proficiency is a huge obstacle for many ESL students.

It is important that students are ready to succeed in their content area classrooms
before their language supports are removed . But, unless stude nts have been taught
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the language ba sics in their content areas it is unrealistic to expect them to be
ready for academic independence. I agree with the three principles of CALLA.
Anytime a teacher coordinates their curriculum with the core academic curriculum
they will be stre ngthening students' background knowledge. This will lessen the
language burden on students when they are exposed to content outside of their ESL
class. I also beleive that teaching students strategies is very effective for helping
them become independent learners.

Section 3 : Programs & Methods

Bamford, J. L., & Day, R. (2004). Extensive reading activities for teaching language.
New York, NY: Cambridge University Press.

Summary: This book builds the case for using extensive reading activities in the

foreign or ESL classroom. It proposes ten guiding principles for implementing
extensive reading. The authors claim the benefits of extensive reading programs to
include: more extensive vocabularies, positive attitude toward reading, as well as
improved listening, reading, writing and comprehension skills in the second
language. They propose activities that can be adapted for any age or proficiency
level as long as the program is guided by ten principles. The reading should be easy,
be se lf-selected, and be modeled by the teacher. The selection should be chosen to
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enjoy or inform, encourage guessing and inference of vocabulary, and promote
fluent reading,
The book is made up of four parts: organizing extensive reading, oral fluency,
writing, and finally, reading. All chapters give detailed examples of extensive reading
activities that will support the main areas of language development. The example
lessons provide a framework that can be applied to the books in a classroom library
as well as goals for the lesson, tips and extension activities and suggested ability
level that each activity is appropriate for. The book features a great variety of
activities from poetry and role-play to written reports and su mmaries.

Reflection: This is a very useful reference book for language teachers. It provides

effective framework s for great activities that a teacher could tweak to meet her
specific curriculum goals, as well as the proficiency level of her students. I like how
the book is organized. The chapters are well organized by topic and well titled to
give a quick idea of the goals each activity sets. The chapters give a brief, about a
page long framework for activities so they are very quick to read through, but
provide enough information to make them immediately available for use.
Resources that are quick to read as well as easy to set up and implement are
very useful for teachers. This book contains were many activities that could be
applied to early elementary grades as well as be appropriate for older students or
even adults. I think that the best types of activities and assignments can be
successfully implemented on several ability levels. It is very unusual to have a group
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of language students who are all performing on the same level. But activities and
assignments that can be challenging and appropriate on many ability levels keep the
curriculum appropriate and challenging for all students.

Ballantyne, K.G., Sanderman, A.R., & Mclaughlin, N. (2008). Dual language
learners in the early years: Getting ready to succeed in school. National

Clearinghouse for English Language Acquisition. Retrieved from
http://www.ncela.gwu.edu/resabout/ecell/earlyyears.pdf

Summary: This article focuses on ESL in the primary grades. The authors claim that

education during these early years is critical to student's future academic careers.
What happens during the first few years of ESL students' education provides the
building blocks for later academic performance. The authors provide practical
suggestions to implement into an education program during the beginning years to
help prepare students academically for the future. They also rank each suggestion in
terms of research support for its claims of success.

Reflection: The National clearinghouse for Education is an excellent website which

provides access to independent research done on specific programs. It also scores
programs in terms of research done for serving minority groups and ESL. It offers
reports and makes suggestions on effective teaching strategies for different groups
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of students. This is a report they created for those who work with young ESL
students.

Carrell, P.L, & Eisterhold, J.C. (1983). Schema theory and ESL reading pedagogy.
TESOL Quarterly, 17(4), S53-573. doi: 10.2307/3586613

Summary: This article explains that, when students learn a new language, new ideas

or terms can only have meaning if they can first be attached to something the
student already knows. The authors claim that meaning is not inherent to a text
itself but is created in combination with the writer's intent and the reader's
interpretation. This involves the reader's background knowledge, referred to as
schema. According to schema theory background knowledge is crucial to students'
ability to comprehend text.
The best readers are able to make predictions and inferences from the text
allowing them freedom from relying solely on text for creating meaning. Students
with schemas and other background knowledge that include information similar to
that of the writer gain meaningful information from the new language faster than
those from entirely different backgrounds. Thus, background knowledge can assist
students in overcoming other language barriers.

Reflection: I have noticed in some of my classes that certain students had very

limited background knowledge in many of my science units. These students really
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struggled to get past the very basic vocabulary I was using since they had no
previous understanding about the concept . I have taught other students who spoke
very limited English the same concepts yet because of their previous background
knowledge they mastered the material much quicker than their peers. Background
knowledge is very important for comprehension . Teachers needs assess what
students already know about a topic so they know what background holes they need
to address before introducing new material.
I have also noticed that many student textbooks try to access student's
schemas by first presenting known information and then linking it to new terms or
topics. It is important for teachers to recognize these patterns in texts and teach
their students to recognize th em so that they can become better at making
inferences and predictions during their reading.

Cullen, R. (1998) . Teacher talk and the classroom context. ELT Journal, 52(3), 179187 .doi :10.1093/elt/52.3.179

Summary: In the past, ESL teachers were encouraged to talk very little so that

students had sufficient time to talk. Now teachers are encouraged to focus on the
communicative quality of their talk. Teachers are a source of input only if they are
talking and the students comprehending. Quality talk is defined as authentic talk or
talk that is used for communicative purposes outside the classroom as well. It is
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critical that communicative talk is created not only by the teacher in lectures but
consists of the give and take between the students and the teacher.
The use of referential questions, responding to students' feedback,
modifying speech, and negotiating meanings with students are all examples of ways
a teacher's talk can be communicative. However, if a teacher is responding with
feedback only to correct grammar usage or syntax, that does not qualify as
communicative talk because it is not socially appropriate outside of a classroom
setting and is not used in daily communications. Likewise, echoing students'
responses, or looking for predictable feedback, are examples of non-communicative
talk. However, these so called "non-communicative" forms of speech are necessary
and communicative within a classroom environment. The author recommends that
teachers not be overly concerned with using only speech used for communicative
purposes outside the classroom. Rather, teachers should be concerned with their
ability to, question and elicit answers, respond to students, present and explain, and
their ability to provide meaningful corrections.

Reflection: Being able to effectively communicate with students, as well as helping

them effectively communicate with others are two critical skills for a teacher. A
language teacher has the added responsibility of not only modeling teacher/student
talk, but appropriate ways to communicate in many different social settings as well.
If a teacher were constrained by all the social etiquette ru les that are used in social
settings, students would not have a good resource for language development and
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could not receive the necessary correctio n from their teacher but instead, would
be left to their own devices or to the corrections of impolite people outside of the
school setting. Language classrooms need to be an environment where students are
safe to make mistakes and know that they will receive appropriate feedback that will
assist them in improving their communicative abilities in and out of school.

O'Malley, M.E., & Valdez-Pierce, L. (1996). Authentic assessment for English

language learners. Boston, MA: Addison Wesley Publishing.

Summary: This book is useful for ESL teachers as well as for the general education

teacher of ESL students. It discusses the shift in trends regarding ESL assessme nt
from traditional assessment methods to authentic assessments, which allow
students to provide workable information on their acade mic understanding of
content to their teachers. The authors believe that when provided with a variety of
authentic assessment options, students will be able to convey their understanding
better and take a personal interest and develop the sk ills needed to actively
participate in the direction of their education . This book covers a variety of authentic
assessments that range from collaborative assessments to se lf-assess ment, including
assessments of student's oral, reading, and writing skills, as well as content area
assessments. The book also provides useful rubrics and ski ll tracking sheets that can
be used in a classroom.
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Reflection: This book made me want to do better at assessing my ESL students. It

was especially applicable in a regular educational setting. This book helped mereevaluate the assessments that I currently use and have used in the past. If an
assessment is only measuring w hat a student cannot do it does not provide usefu l
information for the student or the teacher. Instead, assessments should measure
what students are able to do and measure what they do know. Assessments do not
have to look like traditional high stakes tests, but they shou ld measure a student's
abilities and provide useful information for directing instruction.

Willis, J. (2006). Research-based strategies to ignite student learning: Insights from

a neurologist and classroom teacher. Alexandria, VA: Association for
Supervision and Curriculum Development.

Summary: A teacher who began her ca reer as a neurologist and then later became a

teacher wrote this book. She claims that having an understanding of how the human
brain attains, stores, connects, retains, and accesses information will assist teachers
in presenting curricu lum to maximize student access, retention, and recall of
curriculum taught. The book has four main sections: memory/learning and test
taking success, strategies to captivate student attention, the effects of stress and
emotion on learning, and assessment that builds dendrites. The book provides useful
neurological research based strategies to increase student learning. It discusses the
neurological strengths and weaknesses of a growing mind, and how best to access
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those strengths and assist students in bu ilding neurological connections . Many of
th e strategies are not ve ry complicated and include things as simple as taking breaks.
This book provides neurological reasons w hy the strat egies it prese nts are critical to
students' acade mic success.

Reflection : I loved reading this book and thought it had great suggestions on how to

assist students in accessing curriculum. I th ink it is es pecially important for groups of
students like ESL stude nts who need to lea rn a lot of mate rial in a relatively short
amount of time. Teachers shou ld assist these stud ents by presenting materia l in a
neurologically friendly way. An ESL stude nt may easily become overwhelmed,
especia lly if t he teacher is not using appropriate teaching strategies that reduce
stress on the brain and assist it in access ing and retaining information.

Shrum, J. L., & Glisan, E.W. (2010}. Teacher's handbook: Contextualized language

instruction (4th ed .). Boston, MA: Heinie Cengage Learning.
Summary: Teacher's Handbook covers a range of topics related to langu age teaching

but focuses on using langu age for co mmunicative purposes. It covers topics like
language teaching and specia l education, the use of technology, teaching of culture,
and techniques for language acquisition and retention. Whether one is teaching
grammar or oral communication, the autho rs argue that language t aught in
mea ningful or real-life contexts leads to better results in language learning. Th e
book provid es useful and applicable strategies for developing a communicative,
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meaning-based classroom, as we ll as references for resea rch, which wou ld be
useful in justifying program changes .
The authors also emphasize teaching language in a contextualized setting to
all ow not only for co mmunica tive co mpete nce but also for cultural/ academic or
conte nt understanding in L2 . The authors provide case studies to demonstrate
strategies covered .

Reflection: I really enjoyed reading this book; it was very applicable to my cu rrent
position as a content -teacher of L2 and L1 students. The techniques provided in this
book apply not only in a language class but in my content classes as well. They help
to make my conte nt classes more access ibl e to my L2 stud ents as well as ass ist them
in their language development.
This book was especia lly useful to me because many language programs that
I ha ve been ex pected t o teach sti ll supp ort th e teaching of language as separate
skills and focus heavily on grammar drills and definitions to teach language. This
book demonstrates a different and more effective way of teaching language.

Richard-Amato, P.A., & Snow, M .A. (2005). Academic success far English language

learners. White Plains, NY: Pearson.

Summary: The authors acknowledge th e difficulties that general education teachers
face as an increasing number of ESL stud ents are mainstreamed into th eir
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classrooms . It discusses issues related to student background and social factors
that may impact students. It confirms that despite the educational, linguistic, sociocultural differences among them, this population is capable of achieving high
academic standards if they are given the appropriate accommodations. This book
covers many topics relating to the effective teaching of ESL students. The book was
written for regular education teachers but discusses a broad spectrum of ESL
programs and their relative strengths and weaknesses, such as dual language
immersion and pull out ESL. It suggests the use of authentic literature and other
effective tools in second language teaching as well as ways to implement them into
an ESL curriculum.

Reflection: This book was given to all of Utah's ESL teachers by the head of the

Office of Civil Rights in Utah. She told us that is was full of research that could be
used when discussing program directions with our districts. While the book presents
many challenges ESL students and their teachers face, it is very optimistic and shows
how these challenges can and must be overcome . This book has many great
strategies for teaching an academically and ethnically diverse group of students.
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Section 4: Culture and Language

Foster, P., & Ohta, A. S. {2005). Negotiation for meaning and peer assistance in
second language classrooms. Applied Linguistics, 26{3), 402-430. doi:
10.1093/applin/ami014

Summary: This article is about nfm (negotiation for meaning) what it is and how it

impacts language development. On the belief that interactional adjustments of
language improve the comprehen sibility of conversation the authors designed a
study to ga in data on the frequ ency of the use of negation for meaning specifically,
and to seek if any, other language functions that assist with comprehension and
language development . In the study it wa s found that signaling for communication
problems as well as negotiating for meaning is uncommon . That negotiation for
meaning, is ju st one of many other ways to improve comprehen sion of th e language.
Assistance and co-construction of language are used much more frequently and also
serve to correct language usage and comprehension . Based on their results they
recommend interactive language learning opportunities in a non-face-threatening
environment to promote language development.

Reflection: I loved this article on negotiation for meaning. It focused not only on

how learners use negotiation for meaning to correct or signal their
misunderstanding but also processes that learners apply to prevent communication

131
breakdown s. I feel that all these processes are important in language
development. There were many that can easily be fostered by a conscientious
teacher in a L2 classroom such as a non-face threatening environment of assistance
and scaffolding when appropriate. It makes sense to me that speakers of the target
language are more likely to apply less face threatening acts than negotiating for
meaning. However, I was especially interested in negotiating for meaning because I
felt that it was something the majority of my students were never comfortable doing
outside the language classroom and I felt it would be important to their academic
studies to ask for clarification.

Ovando, C. J., Combs, M. C., & Collier, V. P. (2006). Bilingual and ESL classrooms:

Teaching in multicultural contexts (4th ed.). New York, NY: McGraw-Hill.

Summary: This book covers everything from the history and laws that have driven

Dual Langu age and ESL programs to the best practices of various second language
programs. The authors point out that while research supports active learning and
students' use of language to problem solve as key to language development,
research has also found that the majority of ESL and Bilingual classrooms are very
teacher oriented and students are called on to give simple answers. This book
problematizes the issues that are faced in ESL and Bilingual education in this country
as well as the implications of unsuccessful programs.
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This book presents best practices for ESL and Bilingual education
programs. The authors recommend the use of activities that are cognitively
challenging and interesting as well as encourage critical thinking . They encourage
the use of multisensory activities to promote understanding and retention . They
encourage the use of academic and social language to be emphasized in every
lesson.
The authors highlight the issues of background knowledge and academic
proficiency many ESL students will face and suggests that math and science areas be
taught in the students' first language. As this is not always feasible, they suggest the
use of sheltered ESL instruction in academic and content areas. They also propose
the integration of reading, writing, and culture into other content areas, specifically
math and science. The authors demonstrate successful ways to assess second
language learners' knowledge and stress the importance of allowing those
assessments to guide future instruction.

Reflection: This is a good book for those who are curious about the different models

of second language instruction, and their strengths and weaknesses, as well as how
to make each model as successful as possible. I enjoyed learning about the history
and legal aspects of ESL as well as the ramifications that legislation has had on the
education of second language learners.
This book also helps those discussing curriculum and justifying methods of
instruction in language programs with administration or anyone else that shares
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responsibility with educating and preparing second language learners for
academic proficiency. I am a proponent of integrating reading and writing into other
academic areas and have seen that reading and writing across the curriculum has
made a significant difference in the academic proficiency of my ESL students.

lgoa, C. (1995) . The inner world of the immigrant child. New York, NY: Routledge.

Summary: A veteran ESL teacher, who herself an immigrant student in her early

education years wrote this book. She addresses many of the challenges that
immigrant students face. Some of these challenges are fragmented schooling, war
and refugee experiences, loneliness and loss, academic challenges, and cultural
differences, all in addition to the difficulties of learning a new language. What she
has learned from her experiences with immigrant students is that interventions
need to be threefold : cultural, academic, and psychological.
Her book contains examples from her own as well as her students' lives and
experiences with schooling. The author believes that it is important that students
have opportunities to share their story. When her students would make videos that
paralleled their life experiences, their ability to share seemed to help get them ready
for academic pursuits. The importance of validating cultural differences and teaching
from a multicultural perspective and how to accomplish that is discussed. The
author suggests making links and writing about culture. She stresses the importance
of building good relationships with fami lies and creating a link between home and
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school. It is also critical to provide appropriate assistance for ESL students while
helping them become independent learners and problem solvers.

Reflection: This personal yet professional account highlights many problems that ESL

students face. I think that sometimes the problems these students face are
oversimplified by our school system as strictly a language barrier. This book
illustrates with examples from real students lives that the academic and social
challenges this population faces is often multifaceted and complex.
I think it is good to understand where some of these students are coming
from so that curriculum goals and standards are based on a more complete picture
of who it is that is being taught and better meeting their needs. In my experience
teaching an immigrant population, the vignettes in this book brought to memory
many of my students, their histories, and the many challenges they had to overcome
in addition to the academic and social standards they were expected to meet.
I think that each class, each population, as well as each individual in a given
class has unique educational and emotional needs. It is necessary for the teacher to
be aware of those needs and make adjustments as necessary. I agree that validating
students' history and culture makes a significant impact in building rapport with
students and families that results ultimately in an environment where academic
success can become a reality.
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Soler, E. A., & Martinez-Fior, A. (2008). Investigating pragmatics in foreign

language learning, teaching and testing. Tonawanda, NY: Multilingual
Matters.

Summary: This book defines pragmatics as the "relationship between routines and

forms of particular speech acts and the contextual factors of particular situations"
(p. 4). The authors argue that pragmatic skills need to be considered when teaching
communicative competence. It is pragmatics that communicate politeness in a given
language and society. The authors recommend knowing why foreign language
students are learning the language and to allow t hat knowledge to determine the
pragmatic needs of the student and to adjust curriculum accordingly. This book is a
compilation of works by different practitioners and researchers in applied linguistics
and foreign language studies. The chapters in this book all fit into one of three areas;
how pragmatics can be learned, how pragmatics can be taught, and how pragmatics
can be assessed. An underlying theme in all chapters is that it is necessary and
possible to teach pragmatics in a foreign language class.

Reflection: Pragmatic competence is extremely important in second language

teaching. Pragmatics is so tied into culture that it is difficult to know what or how to
teach these language skills. This book gives suggestions such as role-play for which
the teacher is able to explain and model, and then allow students to practice
pragmatic skills to discover how pragmatics work in different situations. It also helps
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determine what to teach as it discusses what is and isn' t important with
pragmatics and what should and shouldn't be a priority to teach . It also suggests
bas ing those priorities on students' need s and purposes for learning the foreign
language . My students in public sc hool will need to interact in English for social,
profess ional, and academic purposes. It is critical that they gain the knowledge and
pragmatic co mpetence to be able to communicate effectively in a variety of settings.
In elementary schools one hears a lot about "educating the whole child " and
preparing students to be successful in many aspects of their lives. I believe that th e
learning of pragmatic skills is necessa ry for the success of second language learners
and that those skills should therefore be ex plicitly taught.

Pinker, S. (1994). The language instinct. New York, NY: Harper Perennial.

Summary: This book covers many topics related to language. It discusses : what

language is, and how much language is lea rned vs. instinct. It covers language rule s,
and exceptions, as well as how language is initially developed in infants vs. how it is
acquired later in life by second language learners. Pinker ties together the many
see mingly different topics to the overreaching theme of the similarity of language
across cultures: language se rves the same purpose to human beings throughout the
world regardless of the specific language used . Likewise, despite the different
languages developed by humans, they are acquired in the same way, even with the
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predictable mistakes made by second language learners or young first language
learners.
When discussing difficult topics that range from the biology, etymology, and
features of language, the author provides concrete examples, which in most cases
can easily be related to by a reader generally unfamiliar with linguistics.

Reflection : At first, this book was difficult for me to read: its ideas seemed abstract

and it included a lot of technical vocabulary. However, the author provided great
everyday examp les presented with interesting humor, which illustrated the
information he was presenting.
Though this book was not spec ifically written with second language teachers
in mind, or even as a source for teaching techniques or methodology, I did find that
gain ing more understanding about how language is initially acquired and some of
the biology behind language has given me some great insights for ways to approach
teaching a second language. I also gained insights into the function of errors in
developing language, and ha s affected the way 1will address those types of mistakes
in the future.

Morgan, G. & Kegl, J. (2006). Nicaraguan sign language and theory of mind: The
issue of critical periods and abilities, Journal of Child Psychology and

Psychiatry, 47(8) 811-819. doi: 10.111/j.1496-7610.2006.01621.x
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Summary: This article reports on a study of deaf Nicaraguan children and adults

who learned Nicaraguan Sign Language (their first language) at differing ages. The
study was performed to explore the idea of the critical period theory, which posits
that there is a critical period (i.e. , a window of opportunity) for the development of
language. If the critical period is missed, the window closes and it becomes
increasingly difficult to acquire the language.
It was found that the deaf children who were exposed to sign language after
the age of ten were unable to perform on the same linguistic level as their peers who
were exposed to the language before the age of ten. In accordance with the critical
period theory, the authors conclude that not being exposed to language before the
age of ten will lead to long-term language deficits.

Reflection: The argument for critical language period is very strong in regards to

exposure to a first language. However, adult learners of a second language have
different skills that will assist them in the development of a second language. They
have background knowledge about language as well as specific genres and ideas that
can be transferred and relabeled in the second language. We know that
development of CALP is a common problem in the second language acquisition of
children who are being expected to gain concepts that had not yet developed in their
first language. It would seem that this would be a much smaller problem when
dealing with adult learners.
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With my background in specia l education, I know how important it is that
as educato rs we prioritize language development from the moment we begin
working with our students who have limited language exposure or abilities.
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LOOKING FORWARD
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LOOKING FORWARD

My teaching license qualifies me to teach first to eighth grade. I currently
teach first grade and enjoy the variety that teaching at the elementary level allows .
Next year, I look forward to teaching first grade for the second time. This will be the
first time that I have taught the same class two years in a row. Now that 1have
finished my schooling, I want to improve my skills as a practitioner. There are two
main areas that I am interested in pursuing: how to better meet the needs of my
students and how to better mentor future teachers.
As a first grade teacher I will service students who have limited English
proficiency. My education thus far will help me to better meet their academic and
linguistic needs. But I will also service students with other specific academic and
social needs. As a teacher my job is to teach all my students the foundational skills
that they will need to be successful in their academic careers. One thing I have
learned as a practitioner is that no two classes have the same needs. I would like to
seek continued training as I see holes in my education so as to improve my ability to
perform my job at a higher level.
In addition to teaching first grade, part of my position is to mentor university
students, future teachers. I hope to improve my ability to mentor these students so
that, when these students take their first jobs, they will not only know content and
methods but also have t he resources and confidence in their ability to adapt to the
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teaching environments and the specific needs of the populations that they will
service in their careers.
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